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CHAPTER I 
THE PROBLEM 
Introduction 
In recent years much emphasis and concentration has been placed 
upon the teaching of reading. Despite the research that ts being done, 
the in-service training given, the variety of methods used, and the abun-
dant m~terial available, far too many pupils never achieve results compar-
able to their capacities. Complete surveys and studies reveal varying 
degrees of reading disability among the school population. 
Bond and Tinker state that many reading difficulties can be pre-
vented or corrected at the early stages. "The preventive program implies 
at 1~ast three kinds of emphasis tn instruction: 1) a thoroughgoing read-
ing readiness program in preparing the child for initial reading at suc-
cessively higher levels; 2) proper adjustment of instruction to individual 
differences; and 3) systematic developmental programs at all levels. •• 1 
Consequently, the emphasis here is on prevention rather than remediation. 
In discussing remediation, these same authors consider general immaturity, 
deficiency in one or more reading skills. lack of baste skill~. and emo-
tional or social problems as contributing factors in reading disabtlity.2 
Bracken emphasizes the necessity of considering the personal, 
1 Guy L. Bond and Miles A. Tinker, Reading Difficulties: Their 
Dia,nosis and Correction, (New York: Appleton - Century Crofts, Inc. 
I95 ), p. 7. 
2 Ibid •• p. 81. 
1 
2 
mental. physical, emotional, social, econoaic, neurological, and educa-
tional aspects of the reading problem.3 
Spathe categorizes the causal elements into physical, intellec-
tual, personal, educational, and m1sce11aneous.4 Most authors agree that 
reading disability is a complex problem resulting from multiple causes, 
rather than from one single factor. Unless the teacher is aware of and 
fully realizes the reading problem, no solution or help is probable. Con-
sequently, a thorough diaqnosts is necessary to determine the problem and 
to improve instruction. 
Statement of the Problem 
The purpose of this study was to determine the specific strengths 
and weaknesses in reading at the fifth grade level in a parochial school 
in Gary, Indiana. Since comprehension and study skills are extremely im-
portant at this level~ these areas were chosen for intensive concentration. 
The specific objectives of this study were to determine: 
1. In which areas of comprehension are the pupils weak? 
2. In which areas of study sktlls are the pupils weak? 
3. In which areas are the pupils showing strengths? 
4. What are the specific weaknesses in the upper fourth 
of the class? 
5. What are the specific strengths in the lower fourth 
of the class? 
3oorothy Kendall Bracken. ~Methods for Diagnosing Reading Problems,• 
Corrective Reading 1n Classroo. and Cltntc, ed. Helen M. Robinson. Sup-
plementary Educational MOnographs, No. 79 (Chicago: University of Chicago 
Press, 1953), p. 102-107. 
4 George o. Spache, "factors Which Produce Defective Reading,• 
Corrective Reading in the Classroom and Clinic, ed. Helen M. Robinson, 
Supplementary Educational Monographs, No. 79 (Chicago: University of 
Chicago Press, 1953). p. 40-57. 
6. Do the children of similar intelligence portray 
similar weaknesses? 
Significance 
3 
From a pedogogtcal point of view this study is important tn d1· 
recting the reading program of the school and in determining and discuss-
ing the methods and procedures of instruction to be followed. The fifth 
grades were chosen because this is the transition from the lower grades 
to the upper level. and primarily because three years would provide ample 
time to emphasize particular skills before high school entrance if neces-
sary. In order to obtain an accurate evaluation of the strengths and 
weaknesses in reading, both standardized and informal tests were adlftinis-
tered. 
StOP! 
The eighty-eight pupils for this study were selected from one par-
ochial school tn the ctty of Gary. Since this involved a status study, 
measurement tools were utilized. A variety of tests--The Kuhlman Anderson 
Intelligence Test,5 Iowa Test of Baste Sk111s.6 the Wide Range Pronuncia-
tion Test!and the Durkin Phonics Survex§-were selected to identify im-
portant subskills and requisites for good comprehension. The quartile 
points and the quartile deviations of each of the subtest scores were cal-
culated for the entire group and also for the upper and lower 271 of the 
5 Rose G. Anderson, Kulhmann Anderson tntelli ence Test--Seventh 
Edition. {New Jersey: Personna ress, ne •• 
6E. F. Lindquist and A. N. Hieronymus, Iowa Tests of Baste Skills 
Fona 3, {8os ton: Houghton Mi flt n Company. 19M • 
7 Joseph Jastak and Sidney 81jou, Wide Range Achievement Test. {New York: The Psychological Corporation, 1946). 
80o1ores Durkin and Leonard Meshover. Phonics Knowledge Survey, 
' (New York: Teachers College, ColUMbia University, 1964). 
group. The percentage of errors for each subsk111 was calculated and 
cOMpared with the national norms. Fro. the study of these results, a 
clear ptcture of the strengths and weaknesses of the group as a whole 
and of the lower and upper 271 would be presented. Even though this 
study would not concern itself directly with the cause and remediation 
of the weaknesses, it would, however, contribute toward determining 
causal factors and suitable remedial measures. 
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CHAPTER II 
REVIEW OF RELATED LITERATURE 
Dtagnosts of Reading Dtff1cult1es 
'*We throw all our attention on the utterly idle question whether 
A has done as well as B, when the only question ts whether A has done as 
well as he could.'*1 A baste prtnctple of modern education ts reflected 
tn thts statement. Today educators and teachers realize that both A and 
B are tndivtduals but that one may have more potential than the other, 
greater background experience. or better physical health. Consequently, 
both wtll probably vary tn learning abtltttes and tn rate of learning. 
Because of thts concept, evaluation and diagnosis have become an integral 
part of present-day educatton.2 According to Burton, a progr .. of eval-
uation ~st consider the whole child and all factors associated with his 
development. This will provide adequate information for differentiating 
instruction to meet the individual needs of each chtld.3 
Brueckner believes that educational diagnosis relates to the 
techniques by which one discovers and evaluates both strengths and weak-
nesses of each individual as a basts for more effective guidance. ""Otag ... 
nosis fs a logical process based on a consideration of all available data 
1Albert Galloway Keller and Maurice R. Oavtes, (eds.). EssaJs of 
Willi .. Graham Sumner. Vol. I, (New Haven. Conn.: Yale Universftyress, 
1954}, p. 372. 
2Wi111a. H. Burton! Readin~ fn Child Oevelop!!nt, (Indianapolis: 
The Bobbs Merrill Company, Inc., 1 56}, p. ~60. 
3 Ibfd •• p. 450. 
5 
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and tbefr fnterpretatfon 1n the light of knowledge gained f.-. past ex-
perience which enables the dfagnottcfan to suggest necessary development-
al or raedt a 1 Measures ... 4 
Teigs further adds that educational dfagnosts ts the basts or 
foundation for efficient teaching. Its function is to facflttate the op· 
ttaua developaent of each puptl. The following acttvfttes ought to be· 
ca.e routine: 1) dete~fntng for eve~y pupil which factors of hfs fntel-
lfgence are strong and which are weak; 2) tf he learns better through lang-
uage or non-language sftuattoas and aaterfals; 3) what his unattafned ob-
jectives are; and 4) the nature of hfs desires, hfs fears, and hfs frustra-
tfons.5 
Today the dfagnosfs of reading and learning difficulties is ~,. 
or less an essential part of regular classroom instruction. However, pre-
vious to thts, Nny teachers have been aware of the necessity of continual 
diagnosis. They have dafly evaluated their children, their potential and 
their achfev..ent, and tried to help them achieve accordingly. Brueckner 
and Bond maintain that the effectiveness of the diagnosis depends upon the 
extent to whfch tbe teacher possesses the following competencies: 
1. A thorough understandhKJ of the learning process fn the area 
being investigated and fts COIPOnents. of the way fn which 
the c•ponents nor~~~lly grow and aature, and of the sytRptcas 
that fndfcate that no,..l develop~ent fs not taking place. 
2. Knowledge of the factors that contribute to learning diffi-
culties in the area being investigated. 
3. St111 in considering MUlttple hypotheses as to the causes of 
a child's learning dtfftculttes. 
4Leo J. Brueckner. "Introduction: Educational Diagnosis,• Thtrt!· 
fourth Yearbook of the National Society for the Stu~~ of Education, (BlOOifngton: Pui1tc Schoo1 Publtshfng Company. 1§3 ), p. 2. 
5Ernest Ttegs, •Educational Dfagnosts,• Educational Bulletin 
No. 18, (Los Angeles: California Test Bureau, 19!6), p. 5. · 
., ~::... 
4. Ability to apply tntellfgently and effectively the diag-
nostic methods and devices used in the modern educational 
cltntcs, or to adapt them inforwally to the task at hand. 
5. Ability to recognize symptOMS of contributory conditions 
whose dfagnosts requires the services of specialists tn 
other professional ffelds, 1ncludtng medicine, etc. 
6. The ability to synthesize the findings of the various 
agencies participating tn the diagnosis and to identify 
the factors 110st lftely to be contributory to the dtfft-
culty in the case at hand. 
7. The ability to suggest the steps to be taken to bring 
about an fn•estigatton and to demonstrate the methods and 
.. terials of instruction.6 
Diagnostic procedure according to Smith and Dechant begins wtth 
7 
.the child's instructional needs based on the expectancies of hts chrono-
logical age, metal age, and grade placaaent. The teacher•s primary pur-
pose ts to discover how the child reads. why he reads the way he does, 
what he can read, and what he can read with success. It 1s equally trapor-
tant that the teacher become aware of a particular problem or probleas. 
In general, the teacher should acquaint herself wtth the child's general 
abtltttes, his reading potential and the facto" impeding his reading 
developaent.7 
Bond and Tinker accentuate that the core of the successful pro-
gr .. s of instruction must be based on a thorough diagnosis of the child's 
unique reading needs and personal characteristics, and that the diagnosis 
ttUSt be directed toward obtafntng the tnfonnation necessary for the ta-
provement of fnstructfon.8 Nelson reiterates that there is no definite 
6Leo Brueckner and Guy L. Bond, The Dtagnosts and Treatllent of 
Learntns Djfftcultfes, (New York: Appleton-Centu~·Crofts, Inc •• 19&7), 
p. 424. 
7Henry Slltth and E•rald Dechant. Psychol091 in Teaching Reading, (Hew Jersey: Prentice Hall, 1961), p. 408. 
BGuy L. Bond and Miles A. Ttnker. Readfnt Dtfftculttes: Thetr Di-
agnosis and Correction, (New York: Appleton-ten ury-Croft, Inc., 1957), 
p. 125-127. 
8 
for.ula for diagnosing reading dtfffculttes. However. certain techniques 
can be used to discover the weak areas. When the various difficulties 
are known and the causes understood, then the teacher can plan the in-
structional procedure and activities for the child. The classroom teach-
er will find that the records of the child. health records, background of 
the child. intelligence quotients, achievement test scores, standardized 
tests and teacher observations will be very valuable in her analys1s.9 
Hoyt and Blackmore consider tt of prime importance for teachers 
to analyze their student•s ability early in the year and plan their read-
ing programs on the basts of each child's needs.10 
Robinson agrees with other authors when she writes: 
Maximum success tn correcting personal and reading problems re-
sults when a sumpathettc teacher accepts the pup11 as an tndtvt-
dual, respects his integrity, provides reading material with 
which he can be successful. de-emphasizes errort and gives ap-
propriate recognition to success and learning. 
Harris emphasizes that reading diagnosis should place more stress 
on qualitative interpretation and less on quantitative scores. He further 
suggests that tf a child sees the word !!!! and reads tt as summer, he 
should be asked to do his thinking aloud, thus enabling the teacher to 
understand why he does this. After checking the baste mechanics of read-
ing, Harris would proceed to the analysts of word recognition skills, 
9Florence Nelson, "Methods for Diagnosing Reading Problems tn 
Grades Four to Eight," Corrective Readtn¥ tn Classroom and Cltn1c, ed. 
Helen Robinson, Supplementary Educatfona Monographs, No. 79. (Chicago: 
University of Chicago Press. 1953), p. 79. 
10Jeanne S. Hoyt and Dorothy s. Blackmore, "Fifty-Seven Readers: 
Comparison of Reading Achievement and Expected Achievement--Grades One 
to Seven,w Journal of Educational Research, LII, (Jan •• 1960), p. 165. 
11Helen M. Robinson, •Personality and Read1ng,n ~4dern Educa-
tional Problems, ed. Arthur Traxler, (Washington: American Council fn 
Education, 1§53). p. 99. 
ca.prehensfon stflls. oral reading and then silent reading. Hot 
really a skill. but very f•portant according to Harris, is the 
necessity of checking the child's interests and attitudes. 12 
Reading diagnosis--to be effective and valuable--.ust 
dete~ine the nature of the probl ... indicate where the child can 
best be treated. isolate the spectftc natuN of the probllll. specify 
how t"f)rovement can be made, detect lfmittng factors, and locate any 
environmental conditions that need correcting. Barbe agrees with many 
other authors that, unttl the teacher knows what the problllft is, there 
is little chance of the successful treatment of thfs problem.ll 
lntelltgence Tests - Measure of Reading Success 
Many factors influence the child's progress in school, such 
as physical defects, language handicaps. left-handedness. and 
left-sidedness. poor tnstructtons, and long sieges of illness. 
The leading factor, however. fs mental abtlfty. This factor 
•ust be considered when1Jhe success or failure of the educational progra• ts tn question. 
g 
Dechant agrees that the I.Q. has long· been a predictor of the chfld's per-
fonunce. yet he feels that the aental age 1s 1 better indicator of read-
ing readiness and achievement especially at the early 1evels.15 Intelli-
gence, however, is not the sole nor necessarily the best indicator of 
reading achiev..ent. Research indicates that the majority of poor readers 
u . 
Albert Harris. Diagnosis of Reading Dtfftculttes, ed. Helen Rob-
inson. Suppleaenta~ Educational Monographs No. 79, (th~cago: Untverstty 
of Chicago Press, 1953), p. 15. 
13walter Barbe. "Instructional Cause of Poor Reading,• Education, 
LXXVII, (May, 1957). p. 540. 
14George Isaiah ThoMas, "A Study of Reading Achievement in Te,..s 
of Mental Ab11tty.M Eleaentarz School Journal. XXXIII, (Sept., 1946) • 
p.29. 
I 15 
EMerald Dechant, t:yrovtny the Teachtn' of Readtng, (Englewood 
Cliffs, N.J.: Prentice Ha11, nc., 964) • p. 56 • 
10 
heve I.Q. •s between 80 and 110 and thet very often the severely retard-
ed readen have l.Q. •s of 130 or •re tn relatton to thetr mental ages. 
According to Guilford's analysts of fntellfgence (1959), the 
processes cheracterfsttc of fntellectual activity ere elso characteris-
tic of reading. These include: cognition, the recognition of or dis-
covery of units, classes, relationships, systeas; 111110ry of what is rec-
ognized; dive!l!nt thinking which involves fluency and orfgtnaltty fn 
dealing with words, ideas, and relattons; convergent thtnttng watch leads 
to the right or best answer; evaluation which includes crtticel thinking, 
the ukfng of inferences, and the drawing of generalizations and conclu· 
sions.16 
In the viewpoint of DeBoer and Olllun, a close relationship ex-
ists between intelligence and reading tests because the tasks of each 
are so st•fler. Moreover they also confirm that the cultural background 
and the present environ~ent affect the performance in both tests.17 
Mann, Alvord, and Richardson conducted a study using the Kuh1Mn 
Anderson Intelligence Test and the Iowa Baste Sktlls Tests. "The results 
suggest that ability to perceive and/or report the phenomenon ts related 
to intelligence and achievement tn readtng and language fundaaentlls; 
that is, the two groups differed signtftcantly tn intelligence and cer-
tain aspects of achievement-.18 
16J. P. Guilford, "Three Faces of the Intellect,• AMerican Phy-
chologtst, XIV. (August, 1959), p. 469-479. 
17John DeBoer and Martha Dall .. n, The Teaching of Reading, (New York: Holt Rinehart and Winston, 1964), p. 422. 
18 Lester Mann. Agnes Alvord, Peul Richardson, "Relationship Be· 
tween Spiral After Effect Reports and Measures of Intelltgence and Achieve· 
..at 1n Fifth Grade Ch1ldren,u Psyeholoqy tn Schools, Vol. I, (July, 1964), 
p. 305-308. 
11 
Most writers express the relationship between intelligence and 
reading fn thfs way. First of all, inadequate intelligence appears to 
cause 1 nabflf ty to 1 earn 1 n all schoo 1 subjects , of which readf ng ts but 
one phase. Secondly. fn children who have specific reading disabilities, 
intelligence seeas to be distributed essentially as it ts tn the general 
population. In other words. severely retarded readers may be children 
with low. average, or superior tnte11fgence.19 Smith further adds. that 
the dull child (J.Q. 70-85) according to the above reference was poorly 
equipped to meet the demands of the typical school. because the standards 
set for all children are unattainable by these youngsters; at a later 
tfme, when these youngsters have failed again and again, the same tasks 
are no longer appropriate fn terms of the children•s maturing interests 
and needs.20 
According to Spache there is less tendency to attribute reading 
dfsabtlfty to low tntellfgence today than a quarter of a century ago. 
Presently more adequate tntellfgence testtng ts betng done which again 
tndtcates that all retarded readers are not puptls of low tntelltgence. 
Educators are realizing more than ever that intellectually handicapped 
children are not disabled readers when thetr reading achievement corres-
ponds to their intelligence quottent.21 From the above statement tt is 
evident that all slow learners are not necessarily retarded readers. 
19 Helen Robinson, Why Pu,ils Fail in Reading, (Chicago: 
University of Chicago Press. 195 ). p. 66-67. The 
20 lb1d •• p. 67. 
21&eorge Spache, Toward Better Reading, (Champaign. 111tno1s: 
Garrard Publishing Company. 1962), p. 468. 
12 
Bond and Ttnker2lgree with Stranv23that .. ntal ages and reading 
achtev ... nt are usually quite s1•ilar for students whose I.Q.'s range from 
90 to 110. Students wfth I.Q.'s above 110 may have .. ntal ages froa one 
to two years above their reading ages. Conversely students with I.Q. •s 
below 90 .. Y exceed their reading ages by one-half to two years. The char-
actertsttcs of the student and the quality of previous education .. Y var.r 
these relationships. Confir~~tng the above, Spache .-...rks that aany child-
ren exceed their mental age by their reading ach1eveMent.24 
The California Test Bureau, tn one of their bulletins, stated that 
the interpretation of the language factor is ~tng used as a criterion of 
the child's reading ability. The ftndtngs of thts study fndtcate, however, 
that this ts aore accurate at soae levels than at others.25 Rtden, too, 
agrees that stgnfftcant correlation exists between reading ability and 
1ntelltgence.26 
Intelligence tests--both tndivtdual and group--correlate with read-
ing cc:aprehens1on. However, Hage and Stroud point out that the verbal 
scores correlate aore closely than the non-verbal. Consequently, tile tests 
giving both verbal and non-verbal scores provide a more diagnostic tool for 
22 Guy Bond and Miles Tinker. Reading Difficulties: Their Otagnosts 
and Correction, (New York: Appleton-Century-Crofts, 1957), p. 112. 
23Ruth Strang, Diagnostic Teachi!9 of Reading. (New York: McGraw 
Hill Book CQDptny, 1964), p. 215. 
24George Spache, •rntegrattng Diagnosis wfth R ... diatton tn Read-
ing,• Ele~~~ntar,r SchooLJournal, LVI, (Sept., 1956), p. 18-25. 
25californta Test Bureau, RDtagnosis 1n the Reading Progr .. •, 
Educational Bulletin, No. 18, (Los Angeles, California: The California 
Test Bureau, 1945). 
26Syb11 M. Riden, aThe Effects of Environment in the Reading Abil-
1~ of Eight Year Old Children,• Journal of Educational Psychology, XXVII. (Nov •• 1957), p. 225-22&. 
··_::. 
~-. 
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the teacher. 27 Evidence has been presented to confirm that since read-
ing pl.,s such an important part tn group intelligence tests. effective 
reading instruction would ratse the Intelligence Quotient. Yet. a high 
mental age does not assure a hfgh learning rate fn beginning reading 
according to Durre11.28 Agatnt many authors agree with Spache29 and 
Nevflle30 that group intelligence tests penalize poor readers because 
they demand certain reading abfltttes. 
Plattor and associates confirm that scores on verbal intelligence 
tests cannot be considered as a valid Measure for pupils with reading 
difficulties, for low scores are often the indication of reading retar-
dation rather than the capacity to learn. In situations such as these, 
both verbal and non-verbal language tests should be given and a compar-
ison between the two made. 31 
In the opinion of Gates, although fntellfgence ts by no means the 
only ftctor determining reading ability it ts nevertheless still customary 
to assume that reading age should~ and usually could. reach approximately 
the level of mental age and that the need of diagnostic study is indicated 
when ft falls appreciably 1ower. 32 
27aean S. Hage and James B. Stroud. "Reading Proficiency and Intel-
ligence Scores, Verbal and Non-Verbal,• Journal of Educational Research, 
lll, (March, 1959), p. 258-262. 
28 Donald Durrell, "Success in First Grade Reading:• Journal of Edu-
cation, CXL, (Feb., 1958), p. 148. 
29George Spache. Toward Better Reading, (Champaign, 111.: Garrard 
Publishing Company. 1962), "p. 469. 
n 30eonald Neville, "Relationship Between Skills and Intelligence Test 
Scores," Reading Teacher, XVIII, (Jan., 1965), p. 257-261. 
31 Emma Plattor. Stanton Plattor, Clarence Sherwood, Sylvia Sherwood, 
"Relationship Between Reading Retardation and Measurement of Intelligence,• 
Personnel and Guidance, XXXVIII, (Sept., 1959). p. 50. 
32 Arthur Gates, "The Measurement of Evaluation of Achievement in 
Reading," Thtrty-Stxth Yearbook of National Society for the Study of Educa-
tion, Partlr~ The Teaching of Reading: A Second Report, (Bloomington, 111.: 
PUbfic School Publishing Company. 1951). p. 142. 
14 
Monroe and Bachus report that readtnq tests usually show a fatr-
ly high. but by no aeans perfect correlation wtth intelligence tests. 
Children who are retarded tn general intelligence are usually similarly 
retarded tn readtng.ll Strang adds that since intelligence and reading 
have so much in common. intelligence tests cannot be solely used in pre-
dicting reading potentta1.34 
Research shows that many authors still agree that intelligence is 
extremely important in general reading achievement. Harrison suggests 
these specific mental abilities requisite for success 1n reading: the a-
bility to see likenesses and differences, to remember word forms, to remem-
ber ideas. to do abstract thinking, to correlate abstractions with definite 
modes of response. 35 
Concerning the relationship of mental ability to reading, Harris 
draws the following conclusions: 
1. A substantial relationship exists between mental age and the 
ease of learning to read; most children who fail in reading 
in the first grade have mental ages below s1x years. 
2. Most children who have normtl Intelligence Ouotients have 
Mental Ages above six years, and are free from special handi-
caps, can be successfully taught to read 1n the first grade. 
3. It is not possible to set a minimum mental age for learning 
to re&d because too many factors are involved. 
4. Schools which provide first grade programs which are rich 1n 
experiences and social activities, with no formal reading 
instruction, avoid many problems of reading failure and ac~ieve 
33t-4arfon Mtmroe and Bertie Backus, '"Remedial Reading," A Mono-
ira~h in Character Education. (Cambridge. ~ass.: Houghton Mif11n Co.,-
193 }, p. 21. 
34Ruth Strang, Di~~stic Teaching of Read1nq. (New York: McGraw 
Hill Co •• 1964). p. 313. 
35Lucflle Harrison~ ~eading Readiness, (Boston, Mass.: Houghton 
Mifltn Co •• 1939), p. 8-9. 
as good or better readers in the higher grades as the 
schools which teach reading froa the beginning of the 
first grade.36 
Both individual and group intelligence tests have their merits 
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and values. The group tests require less adltntstratton ttme. but gener-
ally are less valid than the tndtvtdual tests. These are ver,y often a 
.. asure of the present level of developaent and of the child's verbal 
skills, so if the child is retarded tn reading, this test •fght underesti-
Mate his potential. Since the individual tests are less dependent upon 
reading achievement. they are more likely to predict and indicate more 
accurately the child's potential. However, these tests require more ad-
•tntstratton time and also usually a trained examiner.37 
Despite the criticism, the intelligence test ts still a useful 
tool in the diagnosis and appraisal of reading. The mental age is the 
aeasure of mental maturity and the I.Q. ts an indicator of the rate of 
•ental development. The total score ts useful tn tndtcattng the tndtvtd-
ual's present over-all capacity to think, act. and to deal purposely and 
effectively with hts environment. The subtests scores and the observa-
tions made during the testing gtve clues to the nature and sometimes the 
causes of the person's reading d1ff1cult1es.38 Intelligence tests do not 
..asure all factors, but they do gtve an estimate of the child's level 
and rate of mental development. 
36Albert J. Harris, How to Increase Reading Ability. (New York: 
Long~~~ns Green and Co., 1956), p. 90-91. 
37Henry P. Slltth and Emerald Dechant. Psfchol~tn Teaching 
Reading. (New Jersey: Prentice Hall. Inc •• 1961 , p. • 
38Ruth Strang, •otalnost1c Teaching of Readtng,u (New York: 
McGraw M111 Book Ca.pany, 1 64), p. 222 • 
. ·•.· 
C!!frehension - A Thinking Process 
Sfnce ca.prehensfon ts so vital to efficient reading and stnce 
this study spec1f1cally stressed comprehension. SCM corresponding and 
related research was reviewed. 
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Just what ts coaprehenston? Many and varied are the def1nft1ons 
of tbts term. However, SOM authors agree with Sllfth when she says COlt· 
prehension ts a blanket term covering the whole area of thought-getting 
processes involved in readtng.39 Gates su.marizes the mental processes 
involved tn meaningful reading fn this statement: ~The reading progr .. 
should .. ke careful provision for contributing as fully as possible to 
the cultivation of a whole array of techniques involved in understanding, 
thfnktng, reflecting. fmagtnfng, judging, evaluating, analyzing. and 
reason1ng.w40 Wolfe stresses the importance of comprehension for she 
maintains that children who lack the ability to understand and think crit-
ically do not cc.prehend and, therefore. do not read. Consequently, both 
the skills tnvolvtng facts and those fnvolvfng critical reading .ust be 
taught.41 Critical reading as described by DeBoer includes the search 
for revelant materials, the evaluation of the data~ the tdenttffcation 
and comparison of sources, and the synthesis of the findings. The c:apaefty 
for suspended judg~~ent and the interpretation of the writer•s 1110the are 
also included. Chiefly. however. and all-important is the sufficient 
39Ntla Banton Sa1th, Read1nl Instruction for Today•s Children. (New Jersey: Prentice Hall, Inc •• 1 13), p. 257. 
40Arthur I. Gates, "Readtng in the El~~~entary School," fortyp 
E1gt!th Yearbook of the National Society for the Stud% of Educat on, art 
II. Chapters 1 and 2. (Chicago: University of chicago Press, 1949). 
p. 3-23. 
41Joseph1ne B. Wolfe, uways and Means of Developtn9 Baste Sk111S,9 
Read1!f in Action, I.R.A. Conference Proceedin9s, Yo1. 2. (Newark. Dela-
ware: International Reading Association, 1957), p. 91. 
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bactg~d of knowledge to provide a sound basts for judgMent.42 
In speaking of comprehension, four categories are included, name-
ly, literal cOMprehension, interpretation, critical reading, and specific 
word Melnings.43 A definition of each of these terms may be profitable 
at this point, since all reading authorities do not agree on the inter-
pretation of these words. 
Literal CQ!Prehenston implies nothing more than getting the prta- · 
ary, dfrect, and Mlfterat• meaning of the word. idea, or sentence tn the 
context. 
Inter2retatton includes the skills in literal coaprehension plus 
those that are concerned with getting deeper meanings such as: drawing 
inferences; making generalizations; reasoning cause and effect; specula-
ting on what happened betwnn events; anticipating what will happen next; 
detecting the sfgntffcance of a stat ... nt, passage, or selection; lllkfng 
co.parfsons; identifying the purpose of the writer, and the -.tfve of the 
characters; associating personal experience with the reading content; 
for.fng sensory images; and experiencing emotional reactions • 
. Critical readin..9. 1s a tent IRUCh under discussion and about which 
many reading authorities do not agree. However, they all agree that crit-
ical reading does not include literal comprehension but t~ltes any read-
ing in which thinking at the higher levels ts done. In addition to this 
1t includes all the skills in tnterpretatfon, as well as the study skills 
and the evaluative skills. According to S.tth, crtttcal reading includes 
literal coaprehens1on and interpretation but goes further because the 
42John DeBoer. "Teaching Critical Readtng,n Elementary English, 
XXIII, (Oct •• 1946), p. 251·54. 
43 N11a 8. Smith, op. eft·• p. 262. 
reader evaluates, that is. passes personal judgaent on the quality, the 
value, the accuracy and the truthfulness of what is read. 
18 
~ecific word meanings deal with primary meanings multiple mean-
ings , abstractions , s im11 es. synonyms, antonyms , metaphori ca 1 1 anguage, 
and meanings of variant word forms. This phase of reading 1s extremely 
important in content subject areas. Without the study of the technical 
vocabulary the child will encounter many dfff1culties.44 
Before the child can even get the literal meaning from the page. 
he must be able to recognize words, know how to use the dictionary. and be 
aware of various parts of words etc. Bond and Tinker &mf'has1ze the fact 
that sight vocabulary and the mechanics of reading are essential to com-
prehension. However, they also maintain that this is not sufficient, for 
the elements of the sentence and thetr organization in relation to each 
other must also be understood. Smith agrees that basic meaning develop-
ment, therefore, must include: various methods of acquiring words meanings, 
such as experience, context clues, enrichment of meaning through descriptive 
words, figures of speech. symbOlic expressions and the noting of semantic 
variations~ phras1ng tnto thought units; sentence comprehension; paragraph 
organizations and finally story organization and story sense. Basically, 
comprehension depends upon facility in the use of concepts acquired 
through experfence.45 
Studies indicate that vocabulary and c0111prehension are highly re-
lated, for without an understanding of words. comprehension is impossible. 
Yet the meanings of words and the ability to select the correct meanings 
44 Ibfd.s p. 263-264. 
45Guy Bond and Miles Tinter, Reading Difficulties: Their Oia~nosfs 
and Treatment, (New York: Appleton-Century-Crofts, Inc •• 1957), p. 2 9. 
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froat the context alone cannot assure accurate cOMprehension. Some other 
baste skills are necessary to assist the reader tn comprehending. Al-
though no one Mthod Ms been tdenttfied for develo,tng these sktlls, 
writers recommend the following procedure: survey the main headings; 
check the key words and ideas; and try to relate what is being read to 
what ts already known. Some discuss thought-unit reading; some emphasize 
answering specific questions; while others stress outlining. Spache 
thinks that the children should be taught to read for varying degrees of 
comprehension. He suggests the following steps: 
1. Plan each reading and its purpose in connection with the 
whole area of study, the d..ands and general purposes of 
the tnstructory and the specific purposes of the reader. 
2. Teaching the student different ways or rates of reading and 
their effect on comprehension. 
3. Instructing h1• tn a syste~~~tic approach to difficult mat-
erials, such as Robinson's SQ3R or some other method to pro-
IIOte retention. 
4. Training tn critical readtng--thts involves practice in iden-
tifying the facts given, evaluating the ideas offered, and 
detecting bias. omissions, distortions, and the like. 
5. Giving the student practice in applying hts reading skills 
in the various content fields.46 
CQ~~Prehenston, therefore, depends upon an understanding of the vo-
cabulary~ an understanding of the sentence structure. an awareness of the 
organization of the material read. For accurate and complete comprehen-
sion the reader aust select the matn and the minor ideas and relate the 
one to the other.47 
46George D. Spache, •tntegrat1ng Diagnosis with Remediation in 
Reading." J'he Eletaentary School Journal. LVI, (Septlllber. 1955). p. 23. 
47aonald Durrell. woevelopment of COIIprehenston and Interpreta-
tion." Reading in the Elaentar,y School, Forty-eighth Yearbook of the 
Hattonal SOCiety for the Study of Education~ Part II, (Chicago: The Uni-
versity of Chicago Press~ 1949), p. 193-194. 
·. ~. ~- ~ 
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Not every chtld will and can cG~Dprehend tn the same degree but 
it is the teacher's task to make every possible effort to help each stu· 
dent comprehend up to the ltmtt of hts native ability. David believes 
that a larger proportion of students would realize their full potential 
for understanding what they have read, tf they would be systematically 
trained tn the five skills which he includes in his functional definition 
of comprehension. These basic skills are: skill in answering questions 
explicitly answered tn the passage; skill in answering questions not ex-
plicitly answered in the selection; skill in following the structure of 
the passage~ skill 1n drawing inferences about the content. purpose, tn-
tent and potnt of view of the author; skill in recognizing the literary 
devices used by the author. Underlying these skills are the general •en-
tal abilities to remember word meanings and to reason with verbal concepts. 
Basically. neither of these lend theaselves to be taught specifically be-
cause they are a part of the pupil's native endowment. However. the grad-
ual building up of an experiential background and of word association tends 
to augment thts.48 
Fr011 a study he conducted, Anderson maintains that comprehension 
in reading would improve if 111 reading tasks were prefaced with directions 
and questions to be answered after the reading of the selection. Th1s ap-
proach tn the opinion of the author would gradually develop in the reader 
the factlfty in setting his own purposes, develop independence of reading. 
and with the atd of specific exercise and instruction develop a variety of 
reading skills. If the opposite were done, namely, that the pupil be told 
to read the selection and then only read and answer the questions, this--
48Frederfck B. Oav1s" "The Teaching of Comprehension tn Reading fn 
the Secondary School,n Education, LXXVI. (May, 1956), p. 541-544. 
~!_;: 
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according to the author--would retard reading development, produce slow 
readers, hinder him from developing a purpose for reading, would not devel-
op the habit of selecting the important details from the nonimportant. Un-
der these circumstances all ttems would be equally important for him to re-
member since he would not know which ones he would be questioned on. In 
short thts method would not be conducive to developing multiple skills.49 
R~~earch reveals that the language of the child changes both qualf-
tatfvely and quantitatively as he matures. These changes are a result of 
the child's interaction with his environment and are due to both maturation 
and learning. An extensive knowledge of words and their meanings ts one 
of the best possible indices of general knowledge and scholastic aptitude.50 
Witty.51 Oolcn,52 and Sutton,53 emphasize the importance of stressing tech-
niques which sene to make the lea.rntng s1 tuation IDOre meaningful and 1110re 
closely related to the experiences of the child. Actual experiences. trips. 
classroom acttvtttes. dramatics, use of concrete objects, movies, slides. 
pictures etc. are all ways of enlarging children's vocabularies which have 
proved successful by research. Word recognition alone is not sufficient 
and 1s too narrow for accurate comprehension~ the complexity of the mater-
ial 1s often due to the coneepts behind the word symbols. In accord with 
49A. W. Anderson. "Directing Reeding Comprehens1on,n Reading 
Teacher~ Vol. XII. (Feb •• 1960), p. 206·211. 
50 Albert Kingston. "Vocabulary Development, u Journal of Read1!!9, 
Vol. VIII, Ho. 4, (March, 1965), p. 265-269. 
51Paul Witty, "An Experiment with Films, Film-Readers, and the 
Magnetic Sound Track Projector, •• El~~~~entary EngliSh,, XXX. (April, 1953}, 
p. 232. 
52t. w. Dolch, »vocabulary Development,R Elementary English, XXX, 
(February, 1953). p. 70-75. 
53R. s. Sutton, ''The Effect of Vocabulary Building on Reading 
Skills," EleMntary School Journal, LIV, (October, 1953). p. 94-97. 
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the above, Dolch gives several reasons for the difficulty of reading tn 
the middle grades: many words have unknown or unusual meanings; new ar-
rangements are in long sentences. with 111ny modifiers, and with inverted 
word order; pictures or ideas which thts material wtshes to portray are 
far frcm the ch11d' s experience. 54 
Some studies have appeared in regard to the relationship of word 
~~eantngs in reading. Sanderson's experiment to detemine the effect of 
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direct instruction 1n the development of meaning vocabulary showed a def· 
1n1te rise tn vocabulary power as a result of tnstructton. 55 Thorndtte,56 
and Traxler57 found that a positive relationship existed between the site 
of vocabulary and achieveaent tn school. SOMe studies which compared the 
earlier vocabulary studies with the present-day ones discovered that at 
some levels the vocabulary power was greater today than earlier. This may 
be due to televtston and other widening experiences to which the children 
of today are exposed. In general, studies have tndtcated that vocabulary 
is highly related to cOMprehension. for without an understanding of words, 
c_,rehension 1s impossible. 
Bond and Tinker point out that word study should deal with new 
54£. W. Dolch, "Comprehension tn Reading," Education, LXXVI. ("-Y. 1956), p. 536-540. 
5~rton Sanderson. •An Experi.ent tn the Oevelop~ent of Meaning 
Vocabularies," Studies and Su.martes. Prepared by Hugh Bonar, (Wfsconsfn: 
Manftowac Public Schools, 1941). p. 31-55. 
56Robert L. Thorndike, "Two Screening Tests of Verbal Intellf· 
gence. •· J~urnal of Applied Psychology, Vol. XXVI. (1942). p. 128-135. 
57ArThur E. Traxler. •The Relattonshfp Between Vocabulary and Gen-
eral Achteveaent tn the Elementary Schooly" Elementaty School Journal. 
XLV, (Feb., 1945), p. 331-333. 
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words as they are met 1n context. 58 Leary stresses the value of teach-
ing a word 1n context. 
Train a child to anticipate probable meaning, to infer an 
unknown word from its total context, to skip a word and read 
on to derive its probable meaning, to check the context clue, 
with the form of the word. to search the context for a descrip-
tion or explanation that w111 identify the word. and he will 
have acquired the most important single aid to recognition. 
For. regardless of what word he perceives, if it doesn't make 
sense in its setting, his perception has been in error.59 
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A very productive way of developing ability to derive deeper mean-
ings fro. the printed page is through discussions of questions stimulating 
,cause and effect relationships, and to point out the necessity for supply-
ing details "between the tines". making comparisons, drawing inferences. 
and gathering generalizat1ons. 60 r.ans lists six prerequisites for devel-
oping thinking readers: 
1. A teacher who is a critical reader. 
2. Importance of a guided discussion--in a good discussion a 
child examines ideas in such a way that he stretches his 
own comprehension powers. 
3. The right to think honestly--a classroom in which the 
teacher permits her class to challenge her ideas fs an ex-
cellent place for essential learning. 
4. Learning how to challenge and how to differ--the school 
plays an important part in teaching children to think inde-
pendently. It also has the respons1bt11ty to teach the 
child polite techniques and to acquaint ~he pare;1ts witt• 
the new techniques of thinking in this light. 
58 Guy Bond and Miles Tinker7 Reading 01ff1cult1es: Their Diagno-
sis and Correction, (New York: Appleton-Century-Crofts. Inc., (1957), 
P-246-248. 
59aernice Leary, ~oevelootng Word Perception Skills in Middle and 
Upper Grades,M Current Problems of Readiny Instruction, Seventh Annual Con-
ference on Readlng;"(P1ttsburgh: Univers ty of Pittsburgh Press. 1961), p. 25. 
6°Htla B. Smith. Reading Instruction for Toda1's Children. (En9le-
wood Cliffs, New Jersey:· Prentice Hall. 1963}. p. 268. 
5. Increasing the child's respect for himself--if a child 
feels he is listened to, he w111 gain self-respect and 
belief in himself. 
6. Learning self control in dfscussion.61 
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In critical reading, the student must first of all identify the 
facts and then evaluate or appraise them. The critical reader fs not 
only concerned with ~hat is being said but also why the author is saying 
it. Because he is interested fn accurate interpretations, he sifts ideas. 
organizes thea, rejects some, questions some and accepts others. Al-
though critical reading can be taught~ this fs not sufficient• the child 
needs training and guidance fn the use of the various techniques. Accord-
ing to Jelinek, critical reading requires cr1t1cal thinking which 1s .. es .. 
sentially a matter of interpreting facts, applying generalizations, and 
recognizing errors in logic. ·•62 
Huelsman recommends three ways of teaching critical reading: the 
direct approach; the functional approach; and the incidental approach. 
In the direct approach the children are taught the methods of logical rea-
soning and also the devices used by the speakers and writers to influence 
the listener or the reader. To discover the propaganda techaiques; news-
papers. magazines, editorials, and cartoons are used. In the functional 
approach, the puptls begin by reading the material and attempt to discov-
er for themselves the pitfalls fn logic and also the essential elements 
of good thinking. The incidental approach takes for granted that criti-
cal reading will occur as a result of learning in the social studies 
61 Roma Gans, Common Sense in Teaching Readfng,(Indianapolis: 
The Bobbs Merrill Co.: l963). p. 414. 
62James J. Jelinek. "Literature and the Development of Critical 
Thfnkfng ~" The Clearing House, XXX (Apr11. 1956), p. 463. 
25 
area.63 
Every student must be encouraged to develop an attitude that will 
eventually result in critical thinking. Taba confinns that critical 
thinking ts not a simple gadget that can beaught and acquired on the 
spot in one lesson, unit. or even in one single subject. It is necessary 
to see crtttcal thinking as a developaental process tn which there is a 
pyschological learning sequence that students need to follow. 64 
To teach effectively tn any content area demands the teaching of 
reading. Every teacher must assume the full responsibility for teaching 
the special vocabulary, concepts and reading skills required by hfs sub-
ject. »To teach content effectively, he must teach reading effecttve1y.•65 
For a basts of good comprehension, a chfld must learn to associate 
Mining with the written sywabol. This Mining he has acquired through ex-
perience. He may improve hts comprehension by usfng such techniques as 
surveying the main headings, reading for mafn ideas, reading thought unfts, 
and forming the habit of grouping supporting details about main ideas fn a 
thought outline form. He should have a purpose for reading and should read 
crtttcally. identifying the facts and evaluating them tn the light of his 
own expertence.66 
63charles B. Huelsman, "Promoting Growth tn Abflfty to Interpret 
When Reading Crftfcally, tn Grades Seven to Ten," Promoting Growth Toward 
Maturity tn Intererettng What ts Read, (Supplementary Educational MOno-
graphs, No. 74) Chicago: The university of Chicago Press, 1951, p. 149-153. 
64Htlda Taba, #The ProbleMS tn Developing Critical Thtnktng," 
P~ressfve Education, XXVIII (November, 1950) p. 45. 
65Henry Smith and t.eral Dechant, Psychology in Teaching Reading, 
(Hew Jersey: Prentice Hall, Inc •• 1961), p. 373. 
66 Ibid •• p. 218. 
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~tudy Skflls 
If a child learned to read. it cannot, therefore, be assu.ed 
that he has acquired the skills and attitudes necessary for reading to 
learn. Teaching children to study is the responsibility of the content 
area teachers. Yoakam potnts out that teachers must come to regard them-
selves as directors of the study process. They must be as interested in 
the development and the improvement of study habits as in the imparting 
of knowledge to children. They must learn that, unless pupils form the 
habit of reading and studying, they have missed a large part of the pur-
pose of their education.67 
Traxler suggests that classroom teachers will have the best re-
sults if they "regard the ia,rovement of study skills as a continuous 
objective tn all their teaching.h68 
Why separate comprehension from study skills? The fact that the 
student can understand what ts on the page, gives no guarantee that this 
will be retained and applied. If a student has never learned to study 
effectively. he may perform far below his potential for this reason alone. 
Among the factors upon which effective study depends, the three most out-
standing ones are motivation, habit formation. and study sk111s.69 
Schlesser and Young studying the work habits of 498 male freshmen 
at Colgate University concluded that it ts less important to teach the 
student the techniques of study than tt ts to help htm develop motives for 
and habits of vigorous9 persistent effort. They discovered that regardless 
-----·----
67Gerald Yoakam, "The Improveme;t of Reading and Study Habits,* 
TheJtead!!LTeacher, II (February. 1958 , p. 184. 
68Arthur Traxler. "The Improveaent of Study,fl The School Revtew, 
Lilt (May, 1945), p. 290. 
69Henry Smtth and Emerald Dechant, op. cit., p. 327. 
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of what study habits the studious 1ndfv1dua1 had, he was a good worker. 
Their classification of a good worker was one who began his work immedi-
ately, enjoyed hts work. and persisted until he had achieved hts goals.70 
Motivation must be coupled with well-grounded habits of attention 
and persistence. Persistence demands that the student plan his activities 
and systematize his work. Without this, much time and effort is needless~ 
ly wasted. In addition to aottvatton and organization the student needs 
certain study skills and techniques. Before one can teach study stills ef-
fectively he must know what skills are baste to study. Smith and Dechant 
list the following skills as essential: 
1. Ability to identify and state the purpose for reading. 
2. Ability to locate information. 
3. Ability to select the correct and needed information. 
4. Ab111 ty to c011prehend what 1s read. 
5. Ability to organize the information. 
6. Ability to utilize the tnfor.ation. 
7. Ability to remember the information. 
8. Ability to adjust the method and rate of reading to the pur-
poses and nature of the materia1.71 
Smith categorizes study skills needed to study effectively into 
three groups • namely, cc.aon readt ng sk 11 1s • CCIIIIOft study skills • and 
spectaltzed factors. The c01110n reading skflls are those in any type of 
reading such as pronunciation techniques ... aning-gathering techniques. 
rate techniques, etc. The common study skills are selection and evalua-
tion. organization, recall, location of informetfon, following directions. 
70George Schlesser and c. w. Young, •study and Work Habits•" 
The School Review, LIII (February, 1945), p. 85-89. 
71Henr.y Smith and E.erald Dechant. op. cit., p. 327-331. 
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The specialized fectors include vocabulary, and specific stills peculiar 
to eertain subjects as social studies, science, and mathemattcs.72 
Research tn the field of study stills has been very meager up to 
the last ten years. Some of the recent research findings are: Fay found 
that reading skills related to subject aetter differ from one achievement 
area to another. This study was conducted with sixth grade pupils for the 
purpose of finding the relationships between achiev..ent tn five specific 
reading skills tn three school subjects, arithmetic. social studies. and 
science.73 
An investigation of the relationship between general comprehension 
and comprehension in the social studies area was made by Artley. He dts· 
covered that there ts much overlapping in ability to read tn different sub-
ject areas and also 1111ny strtktnq dffferences.74 
Another study was made deterMining the relationship between certain 
study and reading skills and reading co-prehension of scientific and his-
torical materials. Shores• study showed that general reading ability ts 
not sufficient; students IIUSt be equipped with specific st111s.75 
The results of these and the many other studies conducted seem to 
indicate that there are unique differences in skills used tn different 
subject areas; despite the fact that reading ts essential to all subject 
matter fields, there is a definite need for the development of specific 
-------------------------------------------------------7Z Nila Banton Smith, op. cit •• p. 312. 
73Leo C. ·Fay. nThe Relationship Between Specfftc Reading Skills 
and Selected Areas of Stxth Grade Achievement,• Journal of Educational 
Reu.arch, XLIII (March,. 1950), p. 541-547. 
74sterl A. Artley,. ~General and Specific Factors 1n Reading Com-
prehension, .. J~ of ~P!r1Nrttal Educat1o11, XLV (March, 1948), 
p. 181·188. 
7S..arlan Shores, "Skills Related to the Abt11ty to Read History 
and Science," Journal of Educational Research. XXXVI (April, 1943). 
p. 584-593. 
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skills fn the various areas of concentration and content areas. 
If these skills are essential, then can these skills be taught, 
can they be improved by singling them out and giving practice in the par-
ticular one? Research shows they can, for research studies were conduc-
ted for thfs purpose. Jacobsen sumaartzed many research studies tn this 
area and concluded that giving reading instructton fn the field in which 
the content fs to be mastered is superior to gtving ft in another fteld 
and expecting the abilities to transfer to the content ffelds.76 
Locating and organtztng information are important skills in learn-
ing. Students must be able to use indices, periodical literature, atlases, 
almanacs, year books, encylopedtas and dictionaries tn order to study ef· 
fictently and effectively. Joined wtth this are the different types of 
reading such as skimming, scanning, and thorough reading. Closely allied 
are the abilities of summarizing, outlining, underlining, note-taking and 
various ca.btnations of these. All these must be taught the child tf he 
is to know thea. Wiegand and Blate suggest that the student "listen care-
fully, putting tnto note forms those tta~s which have been emphasized, re~ 
peated several times, referred to as ftems you wtll be expected to learn 
and w111 be examined on. written on the blackboard or graphed for empha· 
sis.~77 
Gray and Reese offer a number of suggestions as to how the teach-
er .. Y help the student strengthen his skill in organizing: 
----·--------------------------------------------------76 Paul B. Jacobsen. PTwo Experiments with Wort-type Reading Ex-
ercises in Ninth Grade.u University of Iowa Studies in Education, )Iowa: 
Uniwersity of Iowa Studies fn Education. 1933). p. 85. 
77 George Weigand and Walter Blake, Coll!9e Orientation, (New 
Jersey: Prentfce Hall, Ine., 1955), p. 32. 
1. Have students ,,..,.,.. outlines wtth topical and •rgfnal 
headings lllf)loyed by the author. Then direct thltll to fill 
in subordinate ideas and details. 
2. Ask students to find the topic sentence of each paragraph 
and state points which develop its theme in the sentences 
that follow. 
3. Have the students state the theme of the paragraph and list 
frc. IRellOf"Y ideas related to it. 
4. Ask the students to ltst key words in a selection, then re-
view the material to note how key words are related to topic 
sentences. 
5. Direct the students to find out the .. in purpose of the 
chapter • • • then have the c less read the chapter through 
to discover how the author developed the theae. 
6. Have the students outline the .. in points of the chapter 
after the first reading. 
7. Help the students identify transition words, such as more-
over. clearly. hence, however, consequentlyt therefore. 
8. Guide the students in recognizing transition sentences. 
9. Give the student a lesson tn previewing the contents of 1 
textbook and chapter. 78 
The value is not the making of the outline or the note-taking but 
the use that 1s Mde of th• for seeing relationships, for identifying 1•-
portant points. and for reviewing. 
Su.ary 
Thorndike's definition, uReadtng is th1nktng•79 is really true 
after reading the research studies conducted in the various phases of 
reading. Reading ts a complex, unified continuous activity. Reading 1s 
necessary for every day activities; reading requires intelligence, exper-
78Lt111an Gray and Dora Reese, Teaching the Children to Read, 
(New York: The Ronald Press Company, 19~7). p. 304. 
79Edward L. lllorndtlte. "Reading as Reasoning: A Study of Mistakes 
in Paragraph Reading," Journal of Educational Research. VIII {June, 1917}. 
I Po 323. 
~· . 
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fence. wtllfngness to learn. knowledge of the baste mechanics of reading, 
mental processes involved in comprehension9 and finally all the skflls 
needed to profit from and by reading what ts befng done. Research has 1n-
d1cated that many children do not read as they should and consequently the 
classroom teacher must be continuously diagnosing and evaluating to dis-
cover the reason for the retardation. 
CHAPTER III 
THE PROCEDURE 
Purpose of the Study 
Many studies have been made to determine the causes of reading dis-
abilities. The present study's underlying objective was to determine the 
specific strengths and weaknesses in reading exhibited by the fifth graders 
of one parochial school in the city of Gary. Related research and findings 
were reviewed, current articles were read, tests were studied and actual 
work in the classroom helped to complete this diagnostic study. 
,;._ 
Since the school has parallel grades, both fifth grade classes were , ··" 
selected for the study. The eighty-eight fifth graders were chosen because 
there would still be time to strengthen the weaknesses before leaving the 
eighth grade. Both clas~ had experienced teachers and had similar schol-
astic experiences throughout their previous years of schooling. However, 
despite the fact that these children all attend the same school, reside in 
the same area, their backgrounds are varied. Some of them have parents who ':c'" 
are college graduates, while others have one parent who is in a profession-
al field; others have parents who are laborers. The population is stable 
and the school is in a suburban area of the city. 
Selection of Tests 
Since intelligence is a factor in determining reading achievement, 
the Kuhlman Anderson Group Intelligence Test was administered to the child-
32 
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ren to measure their potential and to determine the mental ages. This 
test consists of a series of tests including such items as: making words 
from jumbled letters; following verbal directions when given several at a 
time; recognizing forms and combining the correct parts to make a whole; 
counting; understanding the meaning of common fractional parts; and com-
pleting a series of symbols that have been begun. 
Fundamental to comprehension are the basic mechanics of reading 
and word perception. To determine the fundamental knowledge of sounds, 
phonics, and structural analysts the Durkin Phonics Survey was used. Even 
though this test yields no grade score or percentile rank it is an excel-
lent diagnostic tool for it determines the knowledge the individual has of 
sounds, blends, short and long vowels, rules for syllabication and gener-
alization. Furthermore, being an individual test, it is an aid to the ex-
aminer to detect many specific weaknesses and obtain a clear picture of the 
strengths and weaknesses of the mechanics so vital for accurate word rec-
ognition and comprehension. 
To achieve a working knowledge of the oral mechanics of recogniz-
ing and attacking words, the Wide Range Achievement Test was used. This, 
too, is an individual test, providing a grade score fn the recognition of 
isolated words. 
Vocabulary and comprehension were tested by the respective portions 
of the Iowa Baste Skills Tests. 
In the construction of the vocabulary tests, the major guides tn 
the selection of words were frequency of usage, as determined 
from standard sources, balanced inclusion of the parts of speech, 
and representation of various subject matter areas. The general 
skills tested are: 1) the use of tools involved in word recog-
nition; 2) knowledge of the meaning of the words; 3) sensitivity 
to ffnd difference fn meaning, judgment, fn choosing the most 
appropriate word in a given situatfon.l 
The items in the test consist of a word in context followed by several 
possible definitions. The purpose of the test is not merely to deter-
mine whether the child knows the meaning of the one stimulus word, but 
rather whether he knows the meaning of each word used in the item. The 
stimulus words, as well as many others used in this test were chosen 
from the Thorndike2 and Rinsland3 word lists. 
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Reading comprehension includes more than an understanding of a 
sentence or an idea; thus paragraph comprehension was used. The passages 
varied in length from a few sentences to a full page. These were chosen 
tn an attempt to represent as completely as possible all types of material 
encountered by the pupil in his everyday reading. The material was deriv-
ed from newspapers, magazines, encyclopedias, government publications, 
textbooks, and original literary works. 
Whether or not a pupil is a good reader depends, not only on the 
extent to which he comprehends the author's meaning, but also on the degree 
to which he grasps the significance of the ideas presented, evaluates them, 
and draws useful conclusions from them. Thoughtful reading is the result 
of a long period of growth beginning in the first grade. No amount of 
drill at the higher levels can make up for a lack of attention to reading 
for meaning in the middle and lower grades according to Lindqufst.4 
1E. F. Lindquist and A. N. Hieronymus, Iowa Tests of Baste Skills, 
Fona III - Manual (Boston: Houghton Miflfn Co., l964), p. 27. 
2Robert L. Thorndike, The Teacher's Word Book of 20,000 Words (New York: Teachers College, Columbia University, 1931) • 
. 
3Henry Rinsland, A Baste Vocabulary of Elementary School Children 
(New York: The Macmillan Company, 1947). 
4E. F. Lindquist and A. N. Hieronymus, Iowa Baste Skills Tests, 
AdMintstrator•s Manual, (Boston: Houghton Miflfn Co., 1964), p. 29-30. 
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Consequently in the reading comprehension tests, an attempt was made to 
test the ab111 ty to make simp 1 e inferences. However, to score we 11 on the 
latter items many more complex skills had to be used. 
The skills emphasized may be classified under four major headings; 
details, purpose, organization, and evaluation. Each of these is again 
broken down into minor skills for a more effective diagnosis. "Details" 
is subdivided into the ability to recognize and understand important facts 
and details; ability to recognize and understand implied facts and relation-
ships; the ability to deduce the meaning of words or phrases from context. 
The "subdivisions for purpose" include the ability to detect the main pur-
pose of the paragraph or selection, and to recognize the main idea or top-
ic of the paragraph or selection. The two abilities tested under organiza-
tion are to recognize common elements or parallel topics in incidents or 
paragraphs. The ability to develop generalizations from a selection; the 
ability to recognize the writer's viewpoint, attitude, or intention; the 
ability to recognize the mood or tone of the selection; and the ability to 
recognize outstanding qualities of style or structure were skills tested 
under evaluation. 
In the content area much comprehension is dependent on the know-
ledge and the skills involved in the work study skills. The work study 
skills selected for study in this test may be classified as the knowledge 
and use of map materials, of graphic and tabular materials, and of refer-
ence materials. These skills are considered of crucial importance to 
self-education in out-of-school and after-school activities. 
A detailed analysis of the map reading skills involved reveals 
that the following are tested: determining distance through the use of a 
map scale; describing location in terms of latitude and longitude; 
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comparing data from two maps or more; inferring man's activities or ways 
of living; the ability to visualize landscape features; and the ability 
to read and interpret facts from maps. 
Since graphs and tables are tools for disseminating knowledge, a 
test of these skills is also included. At least five different graphs or 
tables are included at every level. A large portion of the instruction is 
concerned with the reading of traditional graph forms such as bar graphs, 
line graphs, and circle graphs. A simplified list of the abilities in-
cluded are: to comprehend the title, the topic on which the graph gives 
information; to recognize from subtitles or column headings what is shown 
by each part of the graph or table; to read amounts; to compare two or 
more values from the graph or table; to determine the relative rates or 
trends; to realize that percentages and proportions do not give absolute 
amounts; to determine the underlying relationships through correct inter-
pretation of a graph; to grasp the outstanding facts portrayed by the 
graph; to determine rank from an unordered list, graph or chart. 
To effectively study the knowledge and the use of reference mater-
·-~ ial 1s very important; therefore, a test covering these items was also in- < 
eluded. The reference skills considered most important at each particular 
level were stressed in the testing arrangement. In most sections, however, 
a great variety of skills are covered. In the section on general refer-
ence materials are items dealing with parts of a book, the globe, current 
magazines, the dictionary, the encyclopedia, and an atlas. The section 
on the use of the dictionary includes items on spelling, syllabification, 
accent, pronunciation, meaning, multiple meaning, and plurals. In the use 
of an encyclopedia, the items deal with a city, a mineral, an animal, a 
collection of common objects, a person and a process. 
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Administering and Scoring 
After the standarized and informal tests were carefully selected, 
the next step was the administration of these tests. All tests were given 
during the span of the ffrst two weeks in October, in the following sequence: 
The group tests,--the Kuhlman Anderson Intelligence Test and the Iowa Tests 
of Basic Skills were administered, followed by the two individual tests,-- ?', 
the Wide Range Achievement Test and the Durkin Phonics Survey. All group 
tests were machine scored and rechecked by the writer. The individual 
tests were scored as they were administered and later rechecked by the 
writer. 
In order to keep uniformity of presentation as far as possible, 
all tests were administered by the writer. Directions and time limits 
were closely adhered to. After all tests had been checked and rechecked, 
all scores were systematically recorded. 
Study of Data 
Study of the results of the group:--After all the raw scores 
and the grade equivalents for each child had been recorded, the data 
were subjected to statistical analysis. Quartile points and quartile 
deviations for each test were found considering the group as a whole. 
Since the Durkin Phonics Survey yielded no grade scores, the quartile 
points and quartile deviations were found using raw scores. The I.Q. 
was used to find the quartile points and quartile deviations in the 
Kuhlman Anderson Test. However, on all other tests grade scores were 
used in calculating the quartile points and quartile deviations. The 
Vocabulary tests, the Reading Comprehension test, and the Work Study 
Skills tests were compared with the national norms for the fifth grade 
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at this time. 
Later the same procedure was followed using the upper twenty-
seven per cent and the lower twenty-seven per cent of the group in each 
test. Quartile points and quartile deviations were again found; these 
were again cc.pared with the national nom. 
StudY of tbe test ttems:--To arrive at a sttll better picture 
of the strengths and the weaknesses and to ptn-potnt the weaknesses 
110re closely a tabulation of each test tt• Incorrectly answered was 
scored according to quarttles. This was done in all tests. However, 
since no national norms were available for some of the tests, the Vo-
cabulary test, the Reading Comprehension test, and the Work Study Skills 
alone were used for the following stattsttcal .. asures. The percentage 
of errors was found for each subtest of reading comprehension and study 
sktlls and then caapared wfth the national percentage of errors. 
SUIIIII&ry 
The steps of procedure have been outlined as used to determine 
the strengths and weaknesses of reading tn the fffth grades in one 
parochial school fn Gary. Discussion of the procedure has been combined 
under these topics: 1) purpose of the study, 2) testing program, 3) ad-
mfnfstratton and scoring. 4) study of the data to deter.ine the strengths 
and waknesses. 
. CHAPTER IV 
INTERPRETATION OF RESULTS 
This study was undertaken to determine the strengths and the weak-
nesses in reading at the fifth grade level tn one school of Gary. Answers 
to the following questions were sought: 
1. In what areas of comprehension are the pupils weak? 
2. In which areas of study skills are the pup11s weak? 
3. In which areas do the children show strengths? 
4. What are the specific weaknesses 1n the upper fourth of the 
class? 
5. What are the spectftc weaknesses in the lower fourth of the 
class? 
6. Do the children of s1M11ar I .Q. portray similar weaknesses? 
Analysts of Data 
In view of making a comparative analysts of intelligence quotients 
and reading potential, statistical results have been interpreted ftrst for 
the class as a whole and secondly for the upper and the lower twenty-seven 
per cent of the class, tn each area tested. 
Table 1 indicates the quartile points, quartile deviations and 
range of Intelligence Quotients as obtained from the Kuhl .. n Anderson In-
_teJ.J.!_g_~ce_Test. Judging frofft the quartile points, one would expect this 
group to achieve above grade level. since the medtin 1.0. ts well above 
average~ and the lowest quartile point ts~fll wtthtn the average range. 
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TABLE t 
QUARTILE POINTS, QUARTILE DEVIATIONS, AND 
RANGE OF INTELLIGENCE QUOTIENTS OBTAINED FROM THE 
KUHLMAN ANDERSON TEST 
QUARTILE I QUARTILE 2 QUARTILE 3 QUARTILE DEVIATION 
99.4 107.0 117.5 9.0 
-
40 
RANGE 
84-142 
However. stnee the range of the I.Q. fs so broad, a spread of ftfty-efght 
potnts. a large range of abflttfes can 11kew1se be expected. The students 
tn the lower quartile wfll find tt difficult to compete with those fn the 
upper quartile, while those in the upper fourth wt11 necessarily have to 
be challenged to produce achievement corresponding to thetr abtlttfes. 
The f1ndtngs of the mechanics of word recognition are reported tn 
Table 2. Both of the tests 1nd1cate that this group has mastered qutte 
TABLE 2 
QUARTILE POINTS, QUARTILE DEVIATIONS, AND PANG£ OF 
ATTAINED SCORES OBTAINED FROM THE WIDE RANGE PRONUNCIATION 
TEST AND THE DURKIN PHONICS KNOWLEDGE SURVEY 
Na111 of Ql 02 03 Q De¥. Range Test 
Wtde Range 
Pronunch- 5.4 6.6 7.9 1.2 4.0 - 11.3 t1on Test 
Gr. Score 
Durkin 
Phonics 174 181 189 7.3 155-195 Survey 
Raw Score 
-
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well the fundaMental mechanics of reading, since all the quartile points 
are above the standard at this time. A comparison of the upper and the 
lower quartile points, indicates that the lower fourth of the class wtll 
agatn have difficulty competing with the upper fourth. despite the fact 
that the lower quartile point is sttll well above the standard. The range 
alone makes this obvious. A child with a score of 4.0 will encounter many 
more difficulties than the one w1th a score of 11.3, for those tn the low-
er fourth are still struggling with making the mechanics a basts for auto-
matte and instant recognition. This tremendous range of achievement pre-
sents a real challenge for the teacher. The Phonics Survey Test presents 
the same picture. Although the Phonics Survey yields no grade scores or 
percentiles~ ft is very fndfcattve of the strengths and weaknesses. Wtth 
199 as the highest possible score. the lowest score for this class was 155 
items correct. In the upper fourth the errors were merely isolated errors 
of carelessness and thoughtlessness. However. fn the lower fourth the 
predominant weakness was that of making generalizations from given examples. 
The pupils knew how to pronounce the words. syllabicate them, knew whether 
the vowel was long or short, whether the ~and 9. was hard or soft, but then 
were unable to make generalizations concerning these situations. A minor-
tty of the lower fourth had difficulty with the various sounds of !· oo, 
and ~· All other errors were isolated instances. Vowel and consonant 
sounds presented no problems; sy11abfcatton, a few. However. stnce these 
children were at fifth grade level, they would receive additional help with 
syllabtcatfon. 
Table 3 shows the comparison of the attained scores with the norms 
for a group of ftfth graders on the subtests of the Iowa Baste Skills fn 
, Reading Comprehension and Work Study Skills. Again working with quartile 
Naae of Test 
Read 'I~ Voeaulary 
ComprebeDs1on 
Work Stud! Skills 
Maps 
Graphs 
References 
Total 
TABLE 3 
COMPARISOff OF THE ATTAINED GRADE SCORES WITH THE NORMS 
FOR A GROUP OF FIFTH GRADE CHilDREN ON TH£ SUBTESTS 
OF THE IOWA BASIC SKttlS IN READING AND STUDY SKillS 
Quartile 1 Quartile 2 Quartile 3 
Gary Nona D1ff .. Gary NOJ"'I Dfff. Gary NON Diff. 
5.4 4.1 1.4 6.1 5.1 1.0 6.9 6.1 .8 
5.1 4.1 1.0 5.7 5.1 .6 6.7 6.1 .6 
5.4 4.1 1.3 5.7 5.1 .6 6.4 6.1 .3 
5.0 4.1 .9 6.2 5.1 1.1 6.6 6.1 .5 
5.2 4.1 1.1 6.2 5.1 1.1 7.4 6.1 1.3 
5 .. 1 4.1 1.0 5.9 5.1 .8 6.6 6.1 .5 
* 01 fference favors NonR Group 
Q Deviation 
Gary Norm D1ff. 
.74 1.0 .26• 
.78 1.0 .22• 
.5 1.0 .5* 
.8 1.0 .5* 
1.1 1.0 .1 
.71 1.0 .. 3* 
~:.~· \• \, j~/ '> 
.... 
N 
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points and quartile deviations and noting the difference between thts par-
ticular group and the standard no,.s for the test, the group as a whole fs 
working above average, which 1s in confo,.tty with their I.Q. ratfngs. tn 
all subtests the pupils fn the lower quartile rank one year or more above 
the standard; however, the median quartiles are not so consistent. These 
vary. with vocabulary one year above the noN and reading comprehension 
just stx aonths above the nona. Discussing the work study skills, the read-
ing of graphs and the ustng of references, rate one year above the standard. 
whtle the reading of 1111ps 1s only six 110nths above. Even though this fs 
. above the standard, it does, however, indicate a weakness fn thts area fn 
coaparfson to the other areas. Concerning quartile 3, it ts easily discern-
ible that the difference between the attained scores and the standard nor~~~ ~-
fs lower than tn the previous quarttles. Most of these are only several 
110nths above, except the use of reference material whfch scores one year 
and three months above. The differences tn the quartile devtattons favor 
the norm groups. mainly because the lower quarttle is so JWch htgher than 
the standard. Sfnce each quartile does not correspondingly score one year 
above the nor., the quartile deviations are larger tn the norm group. 
The summary of Table 3 ts shown tn graphic fo~ tn Figure 1. Thts 
ltne graph shows clearly that the group 1s above the National Nol'll. In 
studying the quarttles. some variations are evident. Skills in using ref-
erence •tertals are extremely high tn the upper quartile group. while the 
lower quartile group excels in MaP skills. The readtng of graphs appears 
to be a weakness 1n the upper and the lower quart11es but not in the •tddle 
half. The strengths 1n the lower quartile seem to be vocabulary, the read-
ing of maps and the pronunciation of words tn isolation. The median quar-
, tile evidences strengths 1n vocabulary. readtng of graphs, the use of 
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Figure 1 - Comparison of quartile points for subtests of Iowa 
Basic Skills by fifth grade group in Gary with quartile points 
according to national norms. 
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references. and the pronunciation of isolated words. Stmtlarly, in the 
upper quartile, pronounced strengths are exhibited tn the use of refer-
ences and in the pronunciation of words tn isolation. An apparent weak-
ness in this quartile is the reading of .aps. 
Since the general study of the test scores and the subtests did 
not show any specific weakness, the actual items of each test were studied. 
All ita.s of the readfng comprehension test were tabulated and evaluated 
according to four categories: details, purpose. organization, and evalu-
ation. Included fn details was the abfltty to recognize and understand 
important and implied facts. important details, implied relationships. and 
ability to use context clues in deter.tnfng the meantng of new words. Sktll 
in detecting the mafn purpose of a paragraph and in determining the matn 
fdea were listed under purpose. Organization included all abilities neces-
sary to organize. Lastly, evaluation concerned itself with developing gen-
eralizations, recogntztng the author•s viewpoint, his MOod. tone, qualities 
of style and structure. Each of the abilities tested was again dtvfded in-
to four subheadings. Since in sCM instances this amounted to one or two 
questions, it was decided to work with Just the four matn categories and to 
average the incorrect responses. thus obtaining a single per cent of errors 
for each of the four categories. Thts percentage was then c0111pared with 
the national nor. for the fffth grade tn early October. 
As Figure 2 illustrates. this study group has a smeller percentage 
of erron than ts indicated by the national no,.. However, the highest 
percentage of errors seeas to bt in evaluation~ consequently soae work 
ought to be done along this lfne. According to Ffgure 2, organization has 
the lowest percentage of errors. but fn comparing tt with the national norm, 
'the Sllle hOlds true. The difference between the study group andthe national 
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Figure 2 - Comparison of percentage of errors for subtests of 
reading comprehension of Iowa Basic Skills of a group of fifth 
graders from Gary with percentage of errors according to nation-
al nann. 
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norm ts about equal tn categories of detatls, purpose and orgntzatton; but 
the difference ts smaller in evaluation, which agatn indicates a weakness 
in the study group, despite the fact that this group is above the norm. 
The percentage of errors in map reading and in the reading of 
graphs and tables. can be seen in Figures 3 and 4. Here, too, because of 
the many minor divisions, the percentage of each major heading was consider-
ed and averaged. As can be seen from Figure 3 the Gary group again has a 
lower percentage of errors than the national nor~~ in all categories of map 
reading, reading of graphs and tables, and tn the use of reference material. 
Comparing the study skills scores of the Gary group wtth the national norm 
for study skills in map reading, it can be concluded that the Gary group's 
weakness in this area would be tn determining distance, whereas the great-
est strength tn this area of skills lies tn the reading and interpretation 
of facts. In the reading of Maps and graphs a weakness fs shown tn deter-
mining relative rates and in determining underlying relationships. Since 
the latter information fs gained froa the correct interpretation of a graph. 
thts would likely be the problem. The ability to read amounts and to deter-
mine rank seem to be qutte well established. The abtlfty to use various 
reference materials evidently has been mastered by this group of children, 
judging from the percentage of errors in coaparison with the national norm. 
However. the greatest strength here indicated is that of the skill of al-
phabetizing. Since the percentage of errors ts lower than the national 
norm, this would indicate that these children are 1110re or less working up 
to their potential. since from the begtnning it was expected that thts 
group would be able to achieve better than an average group because of 
higher intelligence expressed by the t.Q. scores. 
Due to the wide range of potential and also for a more thorough 
1/) 
s... 
0 
s... 
s... 
LLJ 
'I-
0 
Q) 
Ol 
rei 
oJ.) 
s:::: 
Q) 
u 
s... 
Q) 
0.. 
80 
75 
70 
65 
60 
55 
/A. 
/ ' 
/ ' / ' 
/ \ 
// \ 
48 
50 
/ \ 
45 
40 / 
35 
30 
25 
20 
15 
;---
National 
\ 
\ 
\ 
\ 
\ 
10 Gary --------------
5 
A B c D E F G H I J K 
Reading Maps 
A. Orient map and determine directions 
B. Locate places on maps and globes 
C. Determine distance 
D. Visualize landscape features 
E. Infer man•s activities 
F. Read and interpret facts from pattern maps 
Reading Graphs and Tables 
G. Read amounts 
H. Compare values 
I. Determine relative rates and trends 
J. Determine underlying relationships 
K. Determine rank from unordered list 
Figure 3 - Comparison of percentage of errors for subtests of 
work study skills of Iowa Basic Skills of a group of fifth graders 
from Gary with percentage of errors according to national norm. 
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Figure 4 - Comparison of percentage of errors for subtests of 
work study skills of Iowa Basic Skills of' a group of fifth graders 
from Gary with percentage of errors according to national norm. 
50 
study of the group. a COIIP1r1son was 111de of the upper and lower twenty-
seven per cent of the group in each test. Since the group tn question was 
comprised of eighty-eight pupils each division or each twenty-seven per 
cent would involve twenty-two pupils. Thus, each quartile would average 
five to six pupils. With this 1n mind, the results as shown in Table 4 
wtll be clearer. Table 4 presents the comparison of the quartile points 
and range of the upper twenty-seven per cent and the lower twenty-seven 
per cent of the Intelligence Quotients of the pupils involved. The range 
TABLE 4 
COMPARISON OF QUARTILE POINTS AND RANGE OF ATTAINED 
SCORES IN THE KUHLMAN ANDERSON INTELLIGENCE TEST - THE 
UPPER AND THE LOWER TWENTY-SEVEN PER CENT OF THE GROUP 
-
Ot Q2 Q3 Range 
Uppe r 271 118 124 132 115-142 
Lowe r 271 91 94 97 84-100 
·--~----,~·-"''""' ---
tn the upper ability group fs greater than fn the lower ability group, 
the aedian I.Q. of the upper group being well above average, while the 
median of the lower group is a low average. Obviously, the children fn 
the lower ability group will have difficulty co.petfng with those in the 
upper ability group fn academic achievement. 
A high intelligence quotient does not necessarily result fn suc-
cess and achievement. Here lies the tremendous responstbtlity of the teach-
er, to fit hts instruction to the abtltttes of hts puptls,--to each as an fn· 
dtvidual. This study group w111 demand of their teachers the task of challen-
ging every child's intellectual ab11ftfes to the fullest extent, and to 
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insure that every child. every day. w111 experience soa~e success in keep- "' 
ing achievement in line with his ab11tties.1 
Table 5 gives information concerning quartile points and range of 
the upper intelligence grou, and the lower intelligence group in the ~~eeh­
antcs of reading resulting fram the Wide Range ProRunctatfon Test and the 
Durkin Phonics s.urvey. In studying thfs information. an extremely wide 
TABLE 5 
COMPARISON OF THE QUARTILE POINTS AND THE RANGE OF 
ATTAINED SCORES ON THE WIDE RANGE PRONUNCIATION TEST AND 
THE DURKIN PHONICS SURVEY - THE UPPER AND THE LOWER TWENTY-
SEYEM PER CENT OF THE GROUP 
Name of Test Qt Q! QJ Range 
Wide Range 
Upper 27S 8.3 9.2 9.7 7.9 .. 11.3 
Lower 27S 4.6 4.9 5.1 4.0 - 5.4 
Durkin Phonics Survey 
Upper 27S 190 192 194 188-195 
Lower 271 159 167 172 155-174 
range fs discernible tn the two groups. A span of seven years and three 
IIOftths exists between the highest and the lowest grade scores. Since the 
third quartile point ts just at grade level at the ttme of testing, this 
would lead to the conclusion that approxi111tely twenty-five per cent of 
thts group ts below average fn the recognition of isolated words. This 
conclusion fs based on grade score and not on potential. 
Because the results of the Durkin Phonics Survey are recorded fn 
raw scores. the interpretation 1s not quite as apparent. CCMJP~ring the 
-·-·-------·------------------
· lHenry Smith, Psychology tn Teaching 5 (New Jersey~ Prentice Hall, 
1962). p. 196-198. 
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lowest score of 155 ~th the highest possible score of 195, the conclu~ 
ston ts that 155 1s etghty-etght per cent of the highest posstble score. 
Consequently, even the lower intelligence group ts meeting with success 
in the area of phonics and word attack skills. 
Although the data tn Table 6 show that there 1s a wtde range of 
achteva.ent tn thts study group. 1t also suggests that there are Many st.-
tlartttes. The strongest areas of each group are vocabular.y and the abil-
ity to use reference •tertals. In the lower tntelltgenc:e group the quar- _, 
tile potnts for each quartile range between five and seven points tn the 
various tests. The same conclusion can be made about the upper tntellt· 
gence group. One exception to thts ts the second quartile which varies 
only two points. The range from the highest to the lowest quartile point. 
considering all tests is fourteen potnts in the lower tntelltgence group 
and stxteen tn the upper intelligence group. The lowest quartile point 
for the lower group ts tn the ab111ty to read maps whereas the lowest tn 
the upper group is tn ccaprehension. The highest quartile points for both 
groups are in the use of reference •tertal yet the largest range of scores 
exists tn this same area tn the lower group. The larc)est range of grade 
scores tn the upper tntellfgenee group ts the abtltty to read maps. Con-
stdertng quartile points. ltOSt points tn the lower intelligence group are 
below the average at thts ttme and all quartile points tn the upper tntellf· 
gence group are a year and a half or 110re above the average. However, a 
point to remeaber is that each quartile averages about stx pupils. 
SUMMARY OF FINDINGS 
To achieve the purpose of thts diagnostic survey, the group was 
first studied as a whole to dete~ine tts strengths and the weaknesses. 
To obtain a eore thorough analysts of the specific strengths and weaknesses 
·,· ... 
I :··~'1 
, 
TABLE 6 
COMPARISON OF UPPER AND LOWER TWENTY-SEVEN PER CENT 
OF THE GROUP ON THE SUBTESTS IN REAOIHG AftD STUDY SKillS 
OF IOWA BASIC SKILLS TESTS 
·--
Name of Test Ql Q2 Q3 Range 
Vocabulary 
Upper 271 6.9 7.2 7.6 6.8- 7.8 
Lower 271 4.6 5.2 5.4 3.8 - 5.4 
COIIJ)rehension 
Upper 271 6.5 7.1 7.4 6.5 - 8.6 
lower 271 4.4 4.8 4.9 3.3 - 5.1 
Work Study Skills 
Maps 
Upper 271 6.7 7.1 7.4 6.3 - 8.9 
Lower 271 4.1 4.5 5.0 3.5 - 5.1 
Graphs 
Upper 271 6.9 7.2 7.5 6.5 - 8.4 
Lower 271 4.0 4.6 4.9 3.0 .. 5.3 
References 
Upper ·271 7.1 7.3 8.1 6.7 - 8.5 
lo~er 2il 4.6 4.9 5.4 3.0 - 5.5 
Total 
Upper 271 6.8 7.1 7.4 6.4- 1.8 
tower 271 4.6 5 .. 0 5.2 3.6 - 5.3 
-·-~----------'1-
'','' ~ ' ),· . ' . ' ''~xi.ff ~ 
.. , 
., .. , 
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1 study was made of the upper twenty-swen per cent end the lower twenty-
seven per cent fn each test. Later the incorrect answers were tallied and 
a percentage of errors of each 1 tem was found. In each of the above. the 
results were c~pared with the national no,..,s. 
From this study the following conclusions can be .ade: 
1. Sfnce all scores are above the national no~. and since this 
class fs better than average, the group generally is working 
up to capac1 ty. 
2. Weaknesses 1n evaluating atertals read are evidenced fn 
cOMprehension. 
3. In Work Study Skills. Map Reading and the Reading of Graphs 
and Tables presented some difficulty. 
4. Vocabulary results tndtcate a strength fn this area. 
5. It ts possible thlt teaching procedure~ socio-econo~~tc status. 
background of the children. the area in which they live all 
contribute to the above norm scores. 
··:---' 
-,c 
CHAPTER V 
CONCLUSIONS AND IMPLICATIONS 
The objective of this study was to determine the strengths and 
the weaknesses tn reading in two fifth grades. Specifically the writer 
questioned; 1) In whfch areas of comprehension and study skills are the 
pupils weak? 2) In which areas do they show strengths? 3) Are the spe-
cific weaknesses in the upper quartile the sa.a as in the group as a 
whole? 4) Are the weaknesses in the lower quartile the same as the group 
as a whole? 5) Do the children of s1m11ar I.Q. portray the same weak-
nesses? 
SUI!ftllrl of Procedure 
During the ftrst two weeks of October, the writer admfnfstered 
and scored the following tests: the Kuhlmann Anderson Intelligence T~st. 
the vocabulary and reading comprehension tests of the Iowa Baste Skills 
Tests, the Wide Range Pronunciation Test, and the Durkin Phonics Survex. 
The raw scores and grade scores were tabulated separately and compiled 
according to I.Q. for the purposes of comparison and interpretation. 
Statistical data ineluded: 1) quartile points, quartile devia-
tions, and range for each test for the group as a whole; 2) comparison 
of attained scores wtth the national norms in grade scores• 3) ft~ anal-
ysts of eaeh item incorrectly scored in Reading Comprehension and Work 
Study Skills; 4) computation of the percentage of errors of eaeh major 
dfvtsfon; 5) comparison of the percentage of errors for the subtests of 
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the reading comprehension and work study skills with the percentage of 
errors according to the national nor.; 6) the same ~rocedure as above 
ap~11ed to data for pupils whose I.Q. scores were in the upper twenty-
seven per cent and the lower twenty-seven per cent of the group. 
Findings 
This diagnostic survey of the strengths and weaknesses tn ftfth 
grade reading indicate the following: 
In studying the group as a whole, five conclusions are evident: 
1. The group is above average in ability. 
2. A large range of ability 1s evidenced stnce intelligence 
quotients ranged from 84 to 142. 
3. All quartile points are above the national norms, so gener-
ally the group ts working up to capacity. 
4. The larger the range of potential and ability tn a group the 
greater the responsibility of the teacher to provide and dif-
ferentiate his instruction toward each tndivtdual child. 
5. Knowledge of one work study skill does not imply the knowl-
edge. of another. 
In COMParing the lower and the upper twenty-seven per cent of the 
class in each test, the following are obvious: 
1. The lower group finds tt difficult to compete with the upper 
group. 
2. Both groups are maintaining growth in proportion to their 
potential. 
3. The lower group exceeds the national norm more than the upper 
group. 
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Studying the specific strengths and weaknesses of the group as 
a whole. the following are discernible: 
1. The majority of children excel in vocabulary. 
2. In comprehension, organization of material exceeds all other 
scores. 
3. In work study skills--the use of reference material. alphl-
bettztng, reading and interpretation of facts are definitely 
strong points. 
4. In the reading of graphs and tables. reading amounts and 
determining rant are superior to the other scores. 
5. Comprehension ts good; however, the evaluation of material 
needs strengthening. 
6. In reading graphs and tables. the weakest area is determtntng 
underlying relationships. 
In the comparison of the upper and the lower groups. the weak-
nesses vary, while some of the strengths are evident tn both groups: 
··~ 
1. In the upper group. the use of reference material ranks very 
high. while in the lower group, map reading ranks the highest. 
2. Pronunciation of words tn isolation are strengths tn both 
groups. 
3. The upper group fs weak tn determining distances tn map read-
ing, while the lower group ts qutte strong in this. 
4. The lower group's weakest point is the skill of reading graphs 
and tables. 
5. Since the children of both groups are·fairly stable tn each 
test, the children of similar I. Q. portray the same strengths 
and weaknesses. 
valtd: 
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6. Generally, the ch11 dren • s scores in each group correspond 
with their abilities. Isolated instances are the exception. 
Conclusions 
frOIR the data in this study, the following conclusions appear 
1. The group 1s apparently working at their capacity level, 
since the results of all tests are above the national norms; 
correspondingly so are the I.Q. 
2. As a group, the pupils with the lower I.Q. also fall into 
the lower achieving quartile; likewise, those with the high-
er ability fall into the higher quartile in each test. 
3. Generally. the pupils remained in the same quartile for all 
tests and subtests. except in isolated cases. 
4. Evidently, much work has been stressed tn vocabulary and 
reference work. 
5. The children tn the lowest quartile have been considered 
and helped to achieve their potential. 
6. The children have had a well balanced program,of skills in 
the preceding grades. 
7. Map reading practice ought be provided for the upper quartile. 
8. More challenging tasks ought be given those in the upper 
quartile. 
9. Although the scores are above the norm, weaknesses are still 
discernible tn various areas. 
lmpltcattons 
This diagnostic study offers for consideration the following 
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1mp11cat1ons: 
1. Since the classroom teacher uses the intelligence quotient for 
predicting reading success. the teachers ought to be acquaint-
ed with the interpretation, the values of the tests, and also 
of the problems arising from mtsfnterpretatfon. 
2. Since the classroom teacher fs usually the one to diagnose 
reading difficulties, she should be aware of the factors influ-
encing or causing these disabilities. 
3. Teacher observation fs important fn evaluating and diagnosing 
reading difftcultiesi but it should not be used as the only 
criterion. Both standardized and informa'l tests are valuable. 
4. In order to gtve more accurate diagnosis. a valuable help for 
the teacher fs a daily evaluation of the child's accomplish-
ments. 
5. If a significant difference IPDears between the child's poten-
tial (as expressed by the 1.0.) and the reading score, a diag-
nosis should be made. 
6. A child who fs not reachfn~ hfs grade level fn reading should 
not immediately be labeled as not worktng up to his potential. 
~uggest1ons for Further Resear~h 
The writer offers the following suggestions for further research: 
1. An experimental study to dete~ine the types of activities 
which promote learning in values and relationships. 
2. A cross section study of the four upper grades on references 
and map skills to note if there is proper growth at the upper 
levels, where the tendency is not to give much work in baste 
skills. 
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3. A longttudtnal study of the present group for the remaining 
three years to note growth patterns and study factors relat-
ed to growth patterns. 
4. An experimental study to measure the growth of a superior 
group and a below average group in work study skills ustng 
identical approaches and types of materials. 
·-~ 
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APPENDIX I 
·.,. __ 
TABLE 7 
SCORES OF PUPILS AS ATTAINED ON INTELLIGENCE TEST, DURKIN 
PHONICS SURVEY AND THE WIDE RANGE PRONUNCIATIOH TEST 
N - 88 
Wide Range 
. 
Pupil No. I .Q. Raw Gra<Je Phonics Score Equivalent Survey 
1 142 76 8.3 182 
2 139 87 10.1 190 
3 138 84 9.7 184 
4 136 71 7.6 193 
5 136 82 9.3 168 
6 133 85 9.8 193 
1 131 82 9.3 195 
8 130 72 7.8 188 
9 129 95 11.3 191 
10 126 66 6.9 191 
11 126 62 6.4 177 
12 124 50 s.o 177 
13 123 66 6.9 190 
14 123 64 6.6 187 
15 122 79 8.8 189 
16 122 80 9.0 189 
17 121 10 7.4 182 
18 120 58 5.9 193 
19 118 85 9.8 186 
20 116 89 10.4 189 
21 116 55 5.6 180 
22 116 76 8.3 176 
23 115 70 7.4 192 
24 115 67 7.0 184 
25 115 59 6.0 175 
26 115 72 7.8 179 
27 113 66 6.9 185 
28 113 86 10.0 192 
29 113 73 1.9 172 
30 113 73 7.9 182 
71 
72 
TABLE 7 (continued) 
Wide Range 
• 
Pupil No. I .Q. lfaw Grade Phonics Score Eau1Yalent Suney 
31 112 73 7.9 192 . ·~ ., 
32 112 55 5.6 173 
33 112 82 9.3 185 
34 112 64 6.6 195 
35 111 70 7.4 192 
36 111 65 6.8 194 
37 111 71 7.6 178 
38 111 78 8.7 193 
39 109 75 8.2 182 
40 109 76 8.3 185 
41 108 64 6.6 181 
42 108 63 6.5 177 
43 108 54 5.4 186 
44 108 61 6.2 181 
45 107 56 5.7 182 
46 106 62 6.4 178 
47 105 62 6.4 178 
48 105 40 4.0 158 
49 104 56 5.7 194 
50 104 51 5.1 181 
51 104 81 9.2 190 
52 104 52 5.5 176 
53 104 75 8.2 176 
54 104 79 8.8 190 
55 103 48 4.8 162 
56 103 79 8.8 189 
57 103 62 6.4 173 
58 103 46 4.6 175 
59 102 66 6.9 176 k-
60 101 59 6.0 195 
61 101 63 6.5 170 
62 100 50 s.o 158 
63 100 54 5.4 174 
64 100 63 6.5 174 
65 100 51 5.1 162 
. ;.,: 
73 
TABLE 7 (continued) 
-
• 
Pup11 No. l.Q. Raw Grade Phonics Score Equivalent Survey 
66 99 66 6.9 185 
67 99 66 6.9 182 
68 98 83 9.5 179 
69 98 52 5.2 170 
70 98 55 5.6 180 
71 97 40 4.0 155 
72 97 52 5.2 184 
73 97 46 4.6 156 
74 96 46 4.6 159 
75 94 60 6.1 173 
76 94 55 5.6 177 
71 93 64 6.6 183 
78 93 53 5.2 178 
79 92 63 6.5 172 
80 92 57 5.8 186 
81 91 49 4.9 155 
82 91 45 4.5 164 
83 91 45 4.5 164 
84 90 47 4.7 176 
85 89 46 4.6 168 
86 84 45 4.5 160 
87 84 46 4.6 170 
88 84 47 4.7 170 
Pup11 
No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
TABLE 8 
SCORES OF PUPILS ATTAINED ON IOWA BASIC SKILLS TESTS 
H .. 88 
·-
voc. Comp. Maps Graphs References 
. 
-
R.S. G.S. R.S. G.S. R.S. G.S. R.S. G.S. R.S. G.S. 
--·-""' 
30 6.6 51 6.6 23 6.8 14 6.3 42 7.0 
36 7.6 57 7.2 18 5.7 19 7.7 49 8.0 
27 6.2 45 6.0 18 5.7 9 4.9 41 6.8 
26 6.1 43 5.9 22 6.6 18 7.5 38 6.5 
34 7.2 56 7.1 32 8.6 21 8.2 39 6.6 
37 7.8 66 8.6 31 8.1 17 7.2 51 8.5 
31 7.8 60 7.6 21 6.3 15 6.6 49 8.0 
34 7.2 45 6.0 21 6.3 19 7.7 34 6.1 
35 7.4 58 7.3 26 7.5 15 6.6 48 7.8 
34 7.2 58 7.3 26 7.5 19 7.7 45 7.3 
15 4.4 28 4.8 17 5.5 8 4.5 23 6.0 
23 5.7 47 6.2 21 6.1 14 6.3 33 6.0 
26 6.1 45 6.0 27 7.7 16 6.9 37 6.4 
31 6.8 37 5.4 16 5.3 13 6.1 22 4.9 
32 6.8 54 6.9 25 7.3 17 7.2 46 7.4 
37 7.8 55 7.0 24 7.0 14 6.3 47 7.6 
27 6.2 35 5.3 15 5.1 8 4.5 31 5.8 
37 7.8 60 7.6 25 7.3 15 6.6 49 8.0 
36 7.6 57 7.2 15 5.1 13 6.1 45 7.3 
34 7.2 50 6.5 17 5.5 18 7.5 37 6.4 
29 6.5 30 5.0 15 5.1 13 6.1 34 6.1 
30 6.6 45 6.0 21 6.3 13 6.1 40 6.7 
33 7.0 55 7.0 16 5.3 18 7.5 34 6.1 
25 6.0 42 5.8 19 5.9 13 6.1 34 6.1 
21 5.4 38 5.5 15 5.1 13 6.1 21 4.8 
33 7.0 56 7.1 13 4.9 17 7.2 33 6.1 
26 6.3 42 5.8 21 6.3 18 9.5 42 7.0 
31 6.8 55 7.0 21 6.3 28 8.4 50 8.2 
21 5.4 49 6.4 15 5.1 14 6.3 42 7.0 
34 7.2 27 4.7 14 4.9 15 6.6 18 4.4 
74 
Pup11 
No. 
31 
32 
33 
34 
35 
36 
31 
38 
39 
40 
41 
42 
43 
44 
45 
46 
47 
48 
49 
50 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
61 
62 
63 
64 
65 
TABLE 8 (continued) 
SCORES OF PUPILS ATTAINED ON IOWA BASIC SKILLS TESTS 
N .. 88 
Yoc. COIIp. Maps Graphs References 
R.S. G.S. R.S. G.S. R.S. G.S. R.S. G.S. R.S. G.S. 
32 6.9 51 6.6 23 6.8 16 6.9 33 6.0 
24 5.8 43 5.9 21 6.3 12 5.8 42 7.0 
29 6.5 35 5.3 18 5.7 9 4.9 34 6.1 
28 6.3 54 6.9 22 6.6 16 6.9 49 8.0 
34 7.2 53 6.8 25 7.3 17 7.2 49 8.0 
30 6.6 48 6.3 23 6.8 12 5.8 40 6.7 
30 6.6 57 6.6 11 4.1 13 6.1 35 6.2 
32 6.9 50 6.5 22 6.6 13 6.1 46 7.4 
22 5.6 36 5.4 14 4.9 13 6.1 39 6.6 
34 7.2 59 7.5 16 5.3 16 6.6 38 6.5 
25 6.0 31 5.1 16 5.3 13 6.1 34 6.1 
32 6.9 49 6.4 20 6.1 11 5.6 43 7.1 
24 5.8 30 s.o 23 6.8 15 6.6 38 6.5 
27 6.2 47 6.2 20 6.1 18 7.5 45 7.3 
20 5.3 27 4.7 15 5.1 11 5.6 27 5.4 
20 5.3 35 5.3 12 4.4 12 5.8 31 5.8 
20 5.3 26 4.6 17 5.5 14 6.3 28 5.5 
22 5.6 23 4.2 12 4.4 13 6.1 39 6.6 
22 5.6 29 4.9 19 5.9 1?. 5.8 44 7.2 
21 5.4 35 5.3 19 5.9 15 6.6 29 5.6 
31 6.8 58 7.3 25 1.3 17 7.2 48 7.8 
21 5.4 31 5.0 21 6.3 16 6.9 31 5.8 
20 5.3 39 5.6 17 5.5 14 6.3 35 6.2 
36 7.6 52 6.7 23 6.8 17 7.2 35 7.2 
20 5.3 31 5.0 14 4.9 8 4.5 26 5.3 
24 5.8 48 6.3 14 4.9 7 4.1 22 4.9 
15 4.4 28 4.8 12 4.4 9 4.9 33 6.0 
19 5.2 32 5.1 15 5.1 12 5.8 37 6.4 
24 5.8 46 6.1 11 4.1 5 3.3 21 4.8 
26 6.1 41 5.7 19 5.9 9 4.9 26 5.3 
24 5.8 51 6.6 14 4.9 10 5.3 24 5.1 
20 5.3 20 3.7 18 5.7 11 5.6 19 4.6 
29 6.5 36 5.4 14 4.9 10 5.3 29 5.6 
22 5.6 30 5.0 15 5.1 17 4.1 26 5.3 
19 5.2 35 5.3 17 5.5 10 5.3 27 5.4 
75 
TABLE 8 (CORttnued) 
SCORES OF PUPILS ATTAINED ON IOWA BASIC SKILLS TESTS 
t4 - 88 
Yoc. Coap. Maps Graphs References 
Pupil R.S. G.S. R.S. G.S. R.S. G.S. R.S. G.S. R.S. G.S. No. 
66 28 6.3 51 6.6 17 5.5 10 5.3 29 5.6 
67 34 7.2 48 6.3 24 7.0 13 6.1 30 5.7 
68 29 6.5 42 5.8 20 6.1 13 6.1 36 6.3 
69 23 5.7 25 4.5 20 6.1 7 4.1 38 6.5 
70 22 5.6 31 s.o 15 5.1 10 5.3 22 4.9 
71 18 5.1 30 5.0 9 3.5 8 4.5 31 5.8 
72 24 5.8 27 4.7 11 4.1 9 4.9 26 5.3 
73 21 5.4 28 4.8 17 5.5 9 4.9 '1.7 5.4 
74 16 4.7 22 4.1 10 3.8 7 4.1 15 3.9 
75 14 4.2 22 4.1 15 5.1 7 4.1 28 5.5 
76 18 5.1 32 5.1 12 4.1 g 4.9 20 4.7 
77 23 5.7 33 5.2 11 4.1 4 3.0 35 6.2 
78 19 5.2 40 5.7 17 5.5 13 6.1 18 4.4 
79 24 5.8 42 5.8 20 6.1 13 6.1 41 6.8 
80 32 6.9 48 6.3 25 7.3 6 3.7 29 5.6 
81 21 5.4 29 4.9 10 3.8 8 4.5 34 6.1 
82 19 5.2 37 5.4 21 6.3 12 5.8 14 3.7 
83 22 5.6 37 5.4 19 5.9 10 5.3 22 4.9 
84 12 3.8 17 3.3 9 3.5 7 4.1 18 4.4 
85 15 4.4 21 3.9 11 4.1 6 3.7 10 3.() 
86 18 5.1 27 4.7 12 4.4 7 4.1 27 5.4 
87 12 3.8 18 3.4 14 4.9 14 6.3 32 5.9 
88 19 5.2 46 6.1 15 5.2 17 7.0 37 6.4 
R.S. .. Raw Score 
G.S. - Grade Equivalent 
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APPENDIX II 
-,.;<:, 
PHONICS KNOWLEDGE SURVEY Response Record 
By DOLORES DURKIN and LEONARD MESHOVER 
Published by BUREAU OF PUBLICATIONS, Teachers College, Columbia University, New York 
NAME---------------------------------- BIRTHDATE ------------------- AGE ------
SCHOOL ----------------------------------- ROOM------------- GRADE----------
TEACHER ------------------------- DATE OF SURVEY ---------------------
Part 1. NAMES OF LETTERS 
SCORING: UNDERLINE UNKNOWN LETTERS. 
Can you tell me the names of these letters? (Have E D H i y a I c N w 
child point to letter as he names it. If no letter in the t K B g q p s v Q 0 first row is known, ask child: Can you tell me the 
names of any of these letters?) d b h F X A e I f G .··: ~~-
j M r R L T .. z m n u -~-~ 
Part 2. CONSONANT SOUNDS 
SCORING: UNDERLINE UNKNOWN SOUNDS. 
Can you tell me the sounds of these letters? (Have child B F H J K L M 
point to each letter as he gives sound. If the first five sounds are 
N p R not known, ask child: Can you tell me the sounds of any of T v w z 
these·letters?) 
Part 3. VOWELS: LON·G AND SHORT 
SCORING: UNDERLINE UNKNOWN SOUNDS. 
Long: 0 (open), E (eat), A (ape), U (use), I (ice) 
Short: 0 (on), E (end), A (at), U (up), I (in) 
These are the vowels in the alphabet. They have long sounds 
and short sounds. 
l. Can you tell me the long sounds of the vowels? 0 E A u I 
" 
2. Can y~u tell me the short sounds of the vowels? 0 E A u I 
PRINTED IN U.S.A. © 1964 BY TEACHERS COLLEGE, COLUMBIA UNIVERSITY 
Part 4. VOWEL GEN,ERALIZATIONS 
GENERALIZATIONS ABOUT VOWEL SOUNDS ARE ENCLOSED IN BOXES. 
SCORING: CHECK APPROPRIATE BLANK. 
A When there are two vowels within a syllable, the first is usually long 
and the second is silent, as in aid. 
1. If the letters a, e, and f were a word, what sound would 
the letter a have in that word? (Have child point to the first 
letter in the nonsense word.) 
2. What would he the sound of e? 
3. Why would a and e have these sounds? 
4. How would you say this word? 
8 When there are two vowels in a syllable, the second of which is final e, 
the first is usually long and the final e is silent, as in ice. 
l. If the letters i, b, and e were a word, what sound would the 
letter i have in that word? (Have child point to the first letter in 
1. Long a 
2. Silent e 
3. Why? 
4. Blend 
the nonsense word.) 1. Long i 
2. What would he the sound of e? 2. Silent e 
3. Why would i and e have these sounds? 3. Why? 
4. How would you say this word? 4. Blend 
( When there is one vowel within a syllable, it is usually short, as in end. 
RIGHT 
RIGHT 
1. If the letters e and m were a word, what sound would the RIGHT 
letter e have in that word? (Have child point to the first letter 
in the nonsense word.) I. Short e 
2. Why would the letter e have this sound? 
3. How would you say this word? 
D When there is one vowel, but it is at the end of a syllable, it is usually 
long, as in be. 
1. If the letters b and u were a word, what sound would the 
letter u have in that word? (Have child point to the second 
2. Why? 
3. Blend 
letter in the nonsense word.) 1. Long u 
2. Why would the letter u have this sound? 2. Why? 
3. How would you say this word? 3. Blend 
2 
RIGHT 
aef 
WRONG 
ihe 
WRONG 
em 
WRONG 
hu 
WRONG 
Part 5. SOUNDS OF C AND G 
GENERALIZATIONS ABOUT HARD AND SOFT SOUNDS OF C AND G ARE ENCLOSED IN BOXES. 
SCORING: CHECK APPROPRIATE BLANK. 
A When c is followed in a syllable by 
sound, as in cent. 
e, L, or y, it usually has its soft 
1. If the letters c, e, and k were a word, what sound would 
the letter c have in that word? (Have child point to the first 
letter in the nonsense word.) l. Soft c 
2. Why would the letter c have this sound? 
B When c is followed in a syllable by any letter except e, L, or y, it 
usually has its hard sound, as in cut. 
1. If the letters c, u, and v were a word, what sound would 
the letter c have in that word? (Have child point to the first 
2. Why? 
letter in the nonsense word.) l. Hard c 
2. Why would the letter c have this sound? 2. Why? 
( When g is followed in a syllable by any letter except e, L, or y, it 
usually has its hard sound, as in gas. 
1. If the letters g, a, and n were a word, what sound would 
the letter g have in that word? (Have child point to the first 
letter in the nonsense word.) 
2. Why would the letter g have this sound? 
D When g is followed in a syllable by 
sound, as in gem. 
e, L, or y, it usually has its soft 
l. If the letters g, e, and d, were a word, what sound would the 
letter g have in that word? (Have child point to the first letter 
l. Hard g 
2. Why? 
in the nonsense word.) l. Soft g 
2. Why would the letter g have this sound? 2. Why? 
3 
cek 
RIGHT WRONG 
cuv 
RIGHT WRONG 
gan 
RIGHT WRONG 
ged 
RIGHT WRONG 
Part 6. SOUNDS OF Y 
GENERALIZATIONS ABOUT SOUNDS OF Y ARE ENCLOSED IN BOXES. 
SCORING: CHECK APPROPRIATE BLANK. 
A When y is the initial letter of a word, it has its consonant sound, as in yet. 
yad 
1. If the letters y, a, and d were a word, what sound would the RIGHT WRONG 
letter y have in that word? (Have child point to the first letter 
in the nonsense word.) l.y 
2. Why would the letter y have this sound? 2. Why? 
B When y is the final letter of a one-syllable word with no vowel, it usually fakes the sound of long i, as in try. bly 
1. If the letters b, l, and y were a word, what sound would the RIGHT WRONG 
letter y have in that word? (Have child point to the last letter in 
the nonsense word.) 1. Long i 
2. Why would the letter y have this sound? 2. Why? 
c When y is the final letter of a multi-syllable word, it usually takes the sound of long e, as in carry. 
adsy 
1. If the letters a, d, s, and y were a word, what sound would RIGHT WRONG 
the letter y have in that word? (Have child point to the last 
letter in the nonsense word.) 1. Longe 
2. Why would the letter y have this sound? 2. Why? 
When y is in the middle of a syllable that has no vowel, it usually takes D the sound of short i, as in myth. 
fyth 
1. If the letters f, y, t, and h were a word, what sound would RIGHT WRONG 
the letter y have in that word? (Have child point to the second 
letter in the nonsense word.) 1. Short i 
2. Why would the letter y have this sound? 2. Why? 
Part 7. CONSONANT BLENDS 
SCORING: UNDERLINE UNKNOWN BLENDS. 
These combinations of letters are called consonant 
blends. Can you tell me the sound of each? (Have 
child. point to each blend as he gives sound.) 
sc tw sk pi sl sw gl tr 
dw sn st fr pr bl gr dr 
:0. sp br cl cr sm 
·' . 
'' 
., 
;-
... 
'-..:~ 
Part 8. DIGRAPHS 
SCORING: UNDERLINE UNKNOWN DIGRAPHS. 
These combinations of letters are called digraphs. 
Can you tell me the sound of each? (Have child point 
to each digraph as he gives sound.) 
th 
ph 
Part 9. VOWEL COMBINATIO~NS 
SCORING: UNDERLINE UNKNOWN COMBINATIONS. 
ch (chair) ch (chef) 
sh wh 
These are vowel combinations. Can you tell me the 
sound of each? (Have child point to each combination 
as he gives sound.) 
ew aw ou (out) au oi 
ow (owl) 
Part 10. VOWELS FOLLOWED BY R 
SCORING: UNDERLINE UNKNOWN COMBINATIONS. 
Vowels have special sounds when they are followed by r, or by 
r and another consonant, at the end of a syllable. If these were 
words, how would you say them? (Have child point to each syllable 
as he gives sound.) 
Part 11. SOUNDS OF QU 
SCORING: UNDERLINE UNKNOWN SOUNDS. 
kw (quick), k (conquer) 
I. Q is always followed in a word by u. What is one sound of qu? 
2. Do you know another sound for qu? 
Part 12. SOUNDS OF 00 
SCORING: UNDERLINE UNKNOWN SOUNDS. 
oo (book), <Th (soon) 
I. When o is followed in a syllable by another o, the double-o 
can have different sounds. What is one of these sounds? 
2. Do you know another sound for oo? 
Part 13. SOUNDS. OF X 
SCORING: UNDERLINE UNKNOWN SOUNDS. 
ks (mix), gz (exam), z (xylophone) 
I. The letter x can have different sounds. What is one of these 
sounds? 
2. Do you know another sound for x? 
3. Do ybu know still another sound for x? 
5 
ar 
er 
ow (grow) oy 
ur or 
ir 
qu 
kw k 
00 
X 
ks gz z 
I 
Part 14. BEGINNING CONSONANT COMBINATIONS 
SCORING: UNDERLINE UNKNOWN COMBINATIONS. 
kn (knot), gh (ghost), gn (gnaw) 
wr (wrong), ps (psalm), rh (rhythm) 
Some combinations of consonants have a special sound when they 
are at the beginning of a word. Can you tell me the sound of each 
of these if they were at the beginning of a word? (Have child point 
to each combination.) 
Part 15. SYLLABICATION 
GENERALIZATIONS ABOUT SYLLABICATION AlE ENCLOSED IN BOXES. 
SCORING: CHECK APPROPRIATE BLANK 
A When two consonants are between two vowels, a syllable division is 
usually made between the consonants, as in un der. 
l. In this section we will be talking about syllables in words. If 
the letters i, d, J, e, and r were a word, where would you 
divide it into syllables? 
2. Why would you divide it between those letters? 
B When a single consonant appears between two vowels, that consonant is 
usually in the same syllable as the vowel following it, as in pu pil. 
l. If the letters n, e, j, u, and t were a word, where would 
you divide it into syllables? 
2. Why would you divide it between those letters? 
C When x is preceded and followed by vowels, the x is in the same syl-
lable as the preceding vowel, as in tax i. 
1. If the letters u, x, o, and t were a word, where would you 
divide it into syllables? 
2. Why would you divide it between those letters? 
D When a word ends in le preceded by a consonant, that consonant is in 
the same syllable as the le, as in can dle. 
1. If the letters r, i, n, J, l, and e were a word, where would 
l. 
2. 
l. 
2. 
l. 
2. 
kn 
wr 
id fer 
Why? 
ne fut 
Why? 
ux ot 
Why? 
you divide it into syllables? 1. rin fie 
2. Why would you divide it between those letters? 2. Why? 
6 
gh gn 
ps rh 
idfer 
RIGHT WRONG 
';};-~ 
:~ -' 
:~--
nefut 
RIGHT WRONG 
;;, 
.~ 
" 
uxot ··:·.·. 
"' 
RIGHT WRONG 
.. 
:.~ 
~: . 
..,:;· 
rinfle 
RIGHT WRONG 
PHO·NICS · KNOWLEDGE SURVEY Summary Sheet 
By DOLORES DURKIN and LEONARD MESHOVER 
Published by BUREAU OF PUBUCATIONS, Teachers College, Columbia University, New York 
NAME ________________________________________ __ 
BIRTHDATE ------------------ AGE----
SCHOOL ------------------------------------ ROOM----------- GRADE----------
TEACHER --------------------------------- DATE OF SURVEY --------------------
SUMMARY SHEET (may be detached) • This summary may be filled out after the Survey is completed. 
Part 1. NAMES OF LETTERS Part 2. CONSONANT SOUNDS 
Unknown letters (print): Unknown sounds (underline): 
B F H J K L M 
N p R T v w z 
Part 3. VOWELS: LONG AND SHORT 
Unknown long sounds (underline): 0 E A u I 
Unknown short sounds (underline): 0 E A u I 
Part 4. VOWEL GENERALIZATIONS RIGHT WRONG .:.:-, 
Long a 
A. When there are two vowels within a syllable, the first is usually long and the Silent e 
second is silent, as in aid. Generalization 
Blend (aef) 
B. When there are two vowels in a syllable, the second of which is final e, the first 
Longi 
Silent e 
is usually long, and the final e is silent, as in ice. Generalization 
Blend {ihe) 
Short e 
C. When there is one vowel within a syllable, it is usually short, as in end. Generalization 
Blend (em) 
D. When there is one vowel, but it is at the end of a syllable, it is usually long, 
Longu 
Generalization 
as in be. Blend (bu) 
Part 5. SOUNDS OF C AND G RIGHT WRONG 
~·-
A. When c is followed in a syllable by e, i, or y, it usually has its soft sound, as Soft c {cek) 
in cent. Generalization 
B. When c is followed in a syllable by any letter except e, i, or y, it usually has Hard c {cuv) 
its hard sound, as in cut. Generalization 
c. When g is followed in a syllable by any letter except e, i, or y, it usually has Hardg (gan) 
its hard sound, as in gas. Generalization 
D. Wh~n g is followed in a syllable by e, i, or y, it usually has its soft sound, as Soft g {ged) 
in gem. Generalization 
PRINTED IN U.S.A. © 1964 BY TEACHERS COLLEGE, COLUMBIA UNIVERSITY 
SUMMARY SHEET (continued! 
Part 6. SOUNDS OF Y RIGHT WRONG 
Consonant y (yad) 
A. When y is the initial letter of a word, it has its consonant sound, as in yet. 
Generalization 
B. When y is the final letter of a one·syllable word with no vowel, it usually takes 
Long i (bly) 
the sound of long i, as in try. 
Generalization 
c. When y is the final letter of a multi·syllable word, it usually takes the sound 
Long e ( adsy) 
of long e, as in carry. 
Generalization 
D. When y is in the middle of a syllable that has no vowel, it usually takes the Short i (fytb) 
sound of short i, as in myth. 
Generalization 
Part 7. CONSONANT BLENDS Part 10. VOWELS FOUOWED BY R 
Unknown blends (underline) : Unknown combinations (underline): 
ar ur or er ir 
sc tw sk pl sl SW gl tr 
dw sn st fr pr hi dr Part 11. SOUNDS OF QU gr Unknown sounds (underline): 
11 sp hr cl cr sm kw k 
Part 8. DIGRAPHS Part 12. SOUNDS OF 00 
Unknown digraphs (underline): Unknown sounds (underline) : 
th ch (chair) cb (chef) 0o (book) 0o (soon) 
ph sh wb Part 13. SOUNDS OF X 
Unknown sounds (underline) : 
Part 9. VOWEL COMBINATIONS ks gz z 
Unknown combinations (underline): 
on (out) oi Part 14. BEGINNING CONSONANT COMBINATIONS ew aw au Unknown combinations (underline): 
ow (owl) ow (grow) oy kn gh gu wr ps rh 
Part 15. SYLLABICATION RIGHT WRONG 
A. When two consonan~ are between two vowels, a syllable division is usually id fer 
made between the consonants, as in un der. Generalization 
B. When a single consonant appears between two vowels, that consonant IS ne fut 
usually in the same syllable as the vowel following it, as in pu pil. Generalization 
c. When x is preceded and followed by vowels, the x is in the same syllable as ux ot 
the preceding vowel, as in tax i. Generalization 
D. When a word ends in le preceded by a consonant, that consonant is in the same rin fie 
syllable as the le, as in can dle. Generalization I 
GRADE 
Iowa Tests of Basic Skills 
ITEM PERFORMANCE ANALYSIS 
9-66634 
SYSTEM --------~----------------------------------
BUILDING---------------------
c~ss ----------------------
• These Item Performance Analysis report forms are 
available for each of Grades 3-8. They contain 1) skills 
classific'ations for all four forms, 2) the national mid-
year norms for item performance, 3) a place to record 
a subjectively determined local expectation index, and 
4) a place to record the per cent correct for each item. 
These report forms may be used for classes (home-
rooms), for buildings, or for the system as a who I~. 
• Performing an Item Analysis for a Class 
There are several methods of obtaining item analysis 
data for a class. Three of these are outlined below. 
1. "Show-of-Hands" Method 
After answer sheets have been scored, pass them 
back to the pupils. For the first item, announce the 
response number for the correet answer, as, for 
example, "3," and direct pupils who marked "3" 
to raise hands. Enter the count of hands showing. 
Proceed to next item, etc. 
2. Scoring Mask Method 
Prepare a mask on a blank sheet of white paper by 
placing a correctly marked answer sheet on top of 
the paper and punching the correct answers. Use · 
this mask to tally the correct answers. 
3. Tally Method 
This can best be performed with two people work-
ing together. The first places a scoring mask on 
each answer sheet in turn and indicates which an-
swers are correct. The second tallies the correct 
responses on a list of item numbers. . 
For all three of these methods, it is necessary to co~­
vert "n~mber correct" into per cent. These may then be 
entered on the Item Performance Analysis report form. 
• Houghton Mifflin Scoring Service Item Analysis · 
Reports · 
A pressure sensitive label has been designed as part 
. of the Houghton Mifflin Scoring Service to fit these 
booklets. It is necessary only to separate the labels by 
columns and attach them to the report form. They may 
be placed over the column headed "Scoring Service 
Report," or immediately to the right of the item data 
for the particular form being used (i.e., if Form 1 has 
been given, place the label to the right, covering up the 
data for Form 2, etc.) 
If item analysis service is ordered on the regular list 
r~port form, the per cent correct may be copied from 
the report, or the report may be cut apart and assem-
bled on the item analysis report form with transparent 
adhesive tape. 
• Samples on Which the Item Norms are Based 
The Form 3 item data were secured from the na-
. tional standardization program. A representative sam-
ple of approximately 12.5 per cent of the answer sheets 
for' each grade was employed. (See page 52 of the 
Manual for Administrators, Supervisors, and Coun-
selors for a description of sampling procedures.) After 
the per cent answering each item correctly was de- .. 
termined for each grade, the indices thus derived were 
smoothed and interpolated (or extrapolated) to ob-
. tain estimates for midyear performance. 
For Forms 1, 2, and 4, samples of answer sheets 
were selected from Houghton Mifflin Scoring Service 
users. The answer sheets available were first classified 
by state, size of system, type of sys~em {public-paro-
chial), form sequence from grade to grade, and percen-
tile rank of composite score .. A set of school systems 
was then selected to be as representative as possible 
with respect to these variables. Samples of answer sheets 
HOUGHTON MIFFLIN COMPANY • BOSTON 
NEW YORK • ATLANTA • GENEVA, ILL. • DALLAS PALO ALTO 
~. 
were then selected by employing a sampling fraction in 
each grade which would supply slightly over 1000 
pupils per grade per form. These answer sheets were 
then scored and converted, using the 1964 national 
norms for midyear. From these samples the final sam-
ples were selected by randomly selecting '50 cases from 
each tenth of the distribution of national midyear norms 
for the composite score. This procedure yielded highly 
representative samples of 500 cases per grade per form. 
• Interpretation of Item Analysis Data 
Item analysis data are useful mainly in analyzin$ the 
reasons why local test performance may not conform 
to expectation. However, for item data to be useful, 
one or both of two kinds of information are necessary 
for comparison. 
The first is some form of subjective "standard." This · 
is an estimate of the ·per cent of pupils who should 
reasonably be expected to answer an item correctly. To 
set such an index of local expectation, it is necessary to 
take into consideration the'placement of the skill in the 
local curriculum, the amount of local emphasis, the 
distribution of academic aptitude of the pupils, etc. But 
it must also be remembered that the per cent of pupils 
who answer a given item correctly depends not only · 
upon the "inherent" difficulty of the concept tested, but 
also upon specific and unique characteristics of the· 
item: upon the level of mastery required by the item, 
the attractiveness of the distractors, etc. Items included 
in the Iowa Tests of Basic Skills were selected to pro-
vide considerable range of item difficulty. 
The column headed "Local Expectation" may be 
used to record a subjective index of this type. Then, 
after the item analysis results have been entered, the 
nature of discrepancies may be examined in detail .. 
· The same kinds of discrepancies may be noted in 
comparison to item norms. But it should be remem-
bered that these norms are based upon representative 
national samples. In interpreting the results, it is neces-
sary to take into consideration the characteristics of the 
local student body, school, community, etc. In other 
. words, comparing the performance of a class, build-
ing, or system with item norms requires essentially the 
same procedures and cautions as does the ·interpreta-
tion of school averages. 
As a final caution, instructional follow-up should 
not be centered upon teaching pupils to answer a par-
ticular test item or group of items, but rather upon the 
development of the skills which the items measure. It is 
very easy to teach pupils to answer a particular item 
correctly. But nothing of lasting educational benefit will 
result. If the use of the test is to result in genuine im- · 
provement, the skill must be developed through the use 
of completely independent instructional material. • 
. 
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Item 
No. 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
41 
42 
43 
44 
45 
46 
47 
48 
49 
50 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
61 
62 
63 
64 
65 
66 
FORM t 
Norm 
87 
81 
65 
73 
70 
66 
72 
65 
53 
71 
61 
66 
51 
52 
56 
63 
51 
60 
48 
46 
49 
55 
48 
55 
49 
39 
54 
36 
45 
so 
49 
45 
25 
48 
48 
32 
39 
41 
44 
30 
46 
43 
45 
TEST Vt VOCABULARY, GRADE S 
bp'ct'd Scoring 
FORM 2 FORM 3 FORM 4 % Service 
Norm Norm Norm Correct Report 
70 77 72 
73 88 67 
73 61 68 
73 63 59 
74 70 56 
64 43 53 
67 61 65 
71 35 62 
77 68 83 
69 75 70 
63 70 80 
74 70 63 
70 61 61 
. 66 49 55 
70 49 54 
61 58 72 
67 73 74 
57 51 33 
49 34 39 
62 38 52 
63 50 64 
66 42 38 
47 43 25 
52 25 47 
56 31 22 
52 57 '43 
57 53 56 
65 37 39 
49 49 55 
48 42 47 
57. 56 34 
53 50 39 
47 39 27 
37 36 29 
45 48 40 
40 45 47 
38 37 42 
40 39 34 
45 43 . 36 
29 36 35 
34 37 31 
\ 
-28 30 28 
35 14 14 
__ _ _ . UST il. IIEU•it l(i CNWR~ilft!S10rt t1ii4[\(S . ·--·- . . . -~-- ~--- . -~:. ----~-~~~--~-----~- __ .... )m ~- ![Q!l!!f !IIE0L__~:~---~~~::=~~: :·: -·-:-·----· 
Item ~~~=·:·-- ;~:~-2 . --F~~- 3 . f~:M·-~·- E~~i'd--:::::: Item I FORM I I fORM 2 I FORM 3 I FORM 4 b~i'd ---!=-
No, Skill Norm Skill Norm Skill Norm Skill Norm Correct Report No. Skill Norm Skill Norm I Skill Norm ' Skill Norm Correct Report 
25 0·1* 93 0·1 77 0·2 82 Q·1 87 85 0·2 41 0-2 41 P-2 30 0·1 36 
26 0-2 65 0·2 80 0-2 73 0-2 · 83 86 0-1 38 0·2 34 0-2 46 0-2 41 
27 0·1 69 D-1 79 0·2 50 D-1 71 87 0·2 37 0-2 25 0·2 33 0·1 25 
28 0-1 55 0-1 80 0·2 59 0-1 84 88 P-2 36 P-1 31 P-2 47 0-2 47 
29 0·2 62 0·2 7 4 D-2 56 0-2 71 89 0·1 24 0-2 32 0-2 37 D-1 29 
30 D-2 74 0·2 78 0·3 61 0·2 71 90 P-1 27 P-1 39 P-2 3110-2 29 
31 D-2 81 0·2 46 0-1 65 0-2 58 .. • 91 P-2 32 D-2 45 E-1 28 0-1 35 
32 0·1 68 E-1 65 E·l 65 0·3 70 92 0-2 39 D·l 271 P-2 44 P-2 43 
33 P-2 37 P-1 62 D-2 67 P-2 59 93 0-2 40 0-1 33 'I P-2 28 I P-2 50 
34 P-2 83 0-1 81 P-2 78 0-1 83 94 0-2 22 D-2 38 0-3 27 I P-2 31 
35 0-1 66 0·2 81 0·1 67 0-1 71 95 D-3 38 P-2 31 I 0-3 46 E-4 40 
36 0·2 70 0·2 81 0-2 61 D-2 58 96 E-3 46 0·2 23 0·2 15 E-3 29 
37 D-2 72 P·l 65 0-2 80 D·l 84 97 P·l 29 D·l 29 E·l 40 E-2 30 
38 0·1 77 0-2 72 0·1 50 0·2 59 98 E-3 44 0·1 21 0·2 20 0·3 26 
39 0-2 71 0·2 42 0·1 43 0·2 50 *The codes used in the "Skills" columns are explained in the ITBS Teacher's Manual, 
40 D-2 
41 E-1 ' 
42 0·2 
43 D-2 
44 P-2 
45 P-1 
46 0-1 
47 0-1 
48 D-2 
49 0-2 
SO 0-2 
67 0-2 
66 P-2 
63 0·1 
62 0·1 
62 0-2 
64" 0·1 
53 0-2 
60 D·l 
43 0·1 
45 0-2 
66 P-2 
62 0·1 
62 0·1 
53 P-1 
75 0·1 
81 0·2 
50 0·1 
45 0-2 
55 P-2 
71 0-2 
67 0·1 
33 0·1 
51 0·2 
63 P-1 51 0·2 
52 0·2 67 0·2 64 0·1 
53 0-2 
54 0-2 
73 0-1 49 0·2 
71 P-2 78 0·2 
5~ . 0·2 
56 0·2 
65 0-2 76 0-2 
64 0-2 · 65 P-2 
57, 0·2 
58 0-3 
59 D-3 
61 E-1 
45 D-1 
47 D-1 
60 E-2 40 D-2 
61 P-1 72 0-1 
62 0-2 '45 0-1 
63 0-2 53 D-2 
64 0-2 64 0-2 
65 0·1 51 0-1 
66 0-2 50 0-1 
67 P·l 69 0-2 
68 0-2 33 0·2 
69 D-2 62 0·1 
70 0-3 49 E-3 
71 0-2 
72 D-2 
73 0-2 
74 0-1 
75 0-2 
76 P-2 
77 P-2 
46 D-1 
42 0-2 
56 E-2 
40 0-2 
44 P-1 
48 0·1 
50 0-2 
67 D-3 
61 0·3 
58 0·3 
66 E-3 
64 0-3 
66 P-1 
73 0-1 
49 0-2 
50 0-1 
59 D-2 
34 P·2 
55 0·1 
48. 0-2 
37 P-2 
53 P-1 
56 0·1 
49 0·1 
' 62 0·1 
43 0-2 
64 0-2 
48 0·1 
69 0·2 
73 P-2 
58 P-2 
58 0-2 
66 D-3 
53 0-2 
52 0-2 
44 0·1 
69 0-1 
53 0-1 
45 P-2 
74 0·2 
62 0·2 
66 0-2 
46 0·2 
38 0·2 
46 0-3 
55 D-1 
53 D-1 
49 E-4 
38 
59 
75 
64 
42 
69 
39 
47 
43 
36 
41 
46 
29 
40 
63 
56 
70 
51 
51 
47 
45 P-2 . 79 
56 P·2 60 
64 0.2 41 
70 D-2 45, 
64 D-1 61 
71 P-2 43 
45 0-2 31 
35 0-2 30 
38 D-2 37 
33 E-1 31 
43 0-2 44 
52 D-2 
54 D-2 
64 0·1 
71 0-2 
29 0-2 
33 0·3 
33 E-4 
52 
64 
46 
52 
59 
46 
54 
78 0·2 39 D-1 58 0·2 50 0·2 52 
79 P-2 27 E-1 
80 P-2 
81 0·2 
82 0·1 
83 0·2 
a_._ P·l 
55 0-2 
43 0·2 
30 0·2 
. 3:l. 0·1 . 
49 0·1 39 E-2 32 
48 0·1 
47 0·2 
39 0·2 
43 0-2 
39 D-2 
61 0·1 
55 0·1 
28 0·2 
36 Orl 
44 D-2 
62 
36 
46 
38 
48 
3 
I ' 
TEST L·l: SPELLING, GRADE 5 TEST L·2: CAPITALIZATION, GRADE 5 
Exp'ct'd Scoring Exp'ct'd Scoring 
"' 
FORM 1 FORM 2 FORM 3 FORM 4 % S.rvice Item FORM 1 FORM 2 FORM 3 FORM 4 % Service 
'· 
Skill Norm Skill Norm Skill Norm Skill Norm Correct Report No. Skill Norm Skill Norm Skill Norm Skill Norm Correct Report 
4 D 76 Vou 87 Voo 73 0 63 19 17 73 5 64 5 67 15 87 
5 M 72 Ve 74 N 60 N 81 20 N 66 N 80 2 75 11 75 
6 Ve 79 N 87 0 80 L 67 21 24 58 13 69 12 74 10 77 
7 N 74 D 72 L 53 0 59 22 14 74 10 71 N 77 N 77 
8 Vu 60 E 72 Vea 73 Vi 72 23 2 80 12 68 10 77 21 78 
9 E 65 Va 77 D 44 D 72 24 12 65 14 77 13 81 14 54 
0 Vi 67 0 58 y 69 K 72 25 10 81 N 85 21 46 Ov 62 
1 Vau 66 Vai 68 0 64 E 61 26 N 88 13 75 22 58 5 57 
2 N 66 Ve 62 0 71 M 69 27 13 40 21 so 15 72 12 79 
3 K so D 64 E 64 0 69 28 15 69 4 81 17 81 4 69 
4 Vo 59 M 64 Vee 68 Ve 59 29 17 60 14 77 14 40 7 86 
5 L 55 Vo 62 N 76 Ve 65 30 Ov 29 3 63 3 61 Ov 36 
6 0 56 N 82 Ve 51 N 65 31 8 63 8 45 Ov 43 14 47 
7 Ve 69 s 73 Vea 60 I 55 32 N 68 N 80 8 51 8 60 
8 Vea 57 L 55 M 47 Vo 48 33 21 49 Ov so N 73 17 62 
9 I 62 Vea 49 Vo 45 Vi 49 34 13 56 4 52 13 62 19 58 
0 Vie 42 Vai 73 Voo 64 0 59 35 Ov 56 19 48 19 72 N 75 
1 L 55 N 68 w 70 Va 58 ·36 4 49 2 55 4 37 9 75 
2 Ve 50 Vi 68 Vi 50 M 62 37 N 65 Ov 52 3 55 13 43 
3 N 58 Vo 67 N 80 N 48 38 Ov 60 N 66 Ov 44 3 44 
4 Va 48 K 61 y 58 L 57 39 6 42 5 59 10 74 10 71 
5 K 57 M 61 L 38 y 63 .. 40 3 35 13 52 15 77 N 69 
6 D 51 Ve 43 I . 40 I 35 41 2 67 20 55 N 67 17 43 
' 7 I 55 Ve 59 0 24 Ve 54 42 N 69 N 77 21 70 21 54 
8 Vo 38 D 51 Vau . 34 Vee 31 43 21 45 14 57 13 67 20 64 
9 Ve 55 s 38 y 62 Ve 56 44 16 46 22 65 18 49 18 38 
0 Vea so w . 61 I 48 Va 55 45 11 41 Ov 44 17 57 13 62 
1 s 46 Vu 54 0 50 Vai 48 46 Ov so N 69 21 46 3 58 
2 w 54 D 26 Vo 55 N 33 47 6 39 14 63 N 59 N 52 
3 p 39 y 48 Vea 52 Vo 47 48 13 38 19 61 Ov 45 Ov 36 
4 Vi 15 Va 52 N 72 0 58 49 18 38 20 38 2 67 21 57 
5 0 39 N 65 Vo 47 0 37 so N 39 19 52 19 48 17 52 
6 N 66 K 39 y 44 Vee 30 51 19 34 16 30 17 52 19 53 
7 M 44 Vea 44 Veo 55 y 34 52 16 25 20 46 N 66 N 39 
8 s 37 w 48 K 60 s 45 53 21 45 N 58 22 40 2 49 
9 N 52 K 42 N 44 N 34 54 Ov 41 Ov 36 Ov 40 Ov 18 
0 0 33 M 42 I 46 y 47 55 20 47 23 30 19 53 19 37 
1 Vu 27 N 40 M 43 X 43 56 19 41 14 49 21 49 22 50 
2 0 34 Vea 50 D 21 D . 36 57 4 35 13 41 18 39 18 45 
3 y 35 Vai 43 ·s 45 Vi 38 58 26 41 Ov 40 Ov 23 Ov 33 
4 X 23 D 42 Ve 33 Ve 40 
5 D 29 E 46 Vo 19 Vou 41 
6 Va 62 Vi 26 Vea 38 Vo 21 
l. 
4 
TEST L·3: PUNCTUATION, GRADE 5 TEST L-4: USAGE, GRADE 5 
Exp'd'd Scoring Exp'ct'd Scoring 
!m FORM 1 FORM 2 FORM 3 FORM 4 % Service Item FORM 1 FORM 2 FORM 3 FORM 4 % Service 
o. Skill Norm Skill Norm Skill Norm Skill Norm Corred Report No. Skill Norm, Skill Norm Skill Norm Skill Norm Correct Report 
19 1b 39 1b 49 2 76 2 70 23 2a so 2b .74 2b 63 2a 58 
20 4c 48 1a 79 1c 52 4a 59 24 4 64 4 49 1c 76 4 65 
21 4a 53 N 83 N as N 75 25 N 69 N 73 N 75 N 69 
22 2 47' 1b 61 2 67 3b 42 26 5 59 2c 66 2a 61 lc 68 
23 . N 74 4a 44 4a 48 Ov·1 69 27 2c 67 1c 69 5 70 2d 68 
24 1a 65 N 81 1a 76 1c 67 28 2a 67 2a 70 2a ss 2b 39 
25 3b 22 Ov·1 55 4c 58 1a 60 29 N 59 2b 39 2c 71 5 61 
26 Ov-9 ss 1a 72 1b 47 1b 47 30 2c 52 N 67 2C: 57 2c 57 
27 2 51 4a 48 N 73 6c 68 31 2b 46 5 69 2d 51 N 56 
28 4a 35 N 80 la 69 N 74 32 1c 64 2a 65 2a 57 2a 55 
29 3e 65 3b 61 3b 55 1b 52 33 2a 51 2b 56 2a 48 2c 46 
30 N 77 3e 52 3e 71 3e 74 34 3a 64 N 75 7 49 N 62 
31 3d 65 2 40 Ov·1 31 3d 65 35 2d 56 3c 64 N 53 3d· 57 
32 2 49 3d 59 4a 30 2 55 36 1a 55 1a 60 2d 60 2b 48 
33 4a 47 6c .46 3d .60 Ov·9 52 37 N 65 2a 38 4 47 4 55 
34 N 82 3c 74 2 49 N 80 38 5 41 4 60 3d 60 2d 56 
35 1b 65 Ov-9 31 4a so 1b 45 39 3c 28 5 61 2c 58 7 26 
36 1a 46 N 78 N 71 4c 63 40 4 49 2b. 48 3c 33 3c 40 
37 3b 33 1a 65 1b 57 1a 67 41 N 54 3d 60 5 33 5 59 
38 2 39 N 79 2 57 4a 57 42 3a 14 N 70 N 49 N 64 
39 Sa 34 2 49 Sa 21 3a 51 43 2c 39 2b 40 2b 45 2a 35 
40 N 69 4a 37 3a 60 3b 47 44 2c 52 3c 51 2b 49 2b 54 
41 N 69 N 53 N 67 N 65 45 3a 58 2c 64 N 74 4 52 
42 3a 38 1b 31 Ov-3 51 Ov-3 71 46 2d 43 2b 33 1a 65 N 65 
43 Ov-6 39 3c . 64 4b 32 1b 48 47 2b 27 5 50 5 55 5 60 
44 Ov-1 43 3b 27 3b 28 7 73 48 N 64 N 60 2c 48 3c 36 
45 4b 23 N 69 Ov-1 48 Ov-2 . 57 49 la 34 3d 60 4 47 2c 56 
46 3j 41 3a 52 Ov·9 52 Sa 50 50 3c 25 4 42 3d 53 3d 49 
47 3b 31 4b 34 lb 47 4b 33 51 2a 39 la 63 2d 58 2b 34 ' 
48 N 72 Sa 50 3h 21 Ov-1 49 52 1d 30 N 44 3c 35 Ia 51 
49 4a . ,39 1a 62 Ia 69 Ia 66 53 2b 20 2d 49 N 60 5 43 
50 3j 27 N 53 N 68 N 65 54 2d 47 2b 39 2b 35 N 61 
' 51 N 49 Ov-1 48 3.b 31 3b 45 I 
' 52 3c 49 2 42 3a 45 2 44 ' 
53 3a 40 4b 18 Ov·3 56 Ov1 47 
' 54 N 39 3a 58 2 38 4b 26 L.•l ·'. 
55 Sb 44 3j 26 3j 37 3a ~5, 
'· ' 56 3a 43 Ov-1 45 4b 30 3j 53 . 
57 3j 40 N 69 N 51 N 52 
' 58 Ov·3 48 Sa 27 Ov-4 38 Ov·4 39 , ' 
/.j 
5 
TEST W-1: MAP READING, GRADE 5 TEST W-2: READING GRAPHS AND TABLES, GRADE 5 
Exp'd'd Scoring Exp'd'd Scoring 
I em FORM 1 FORM 2 FORM 3 FORM·4 % Service Item FORM 1 FORM 2 FORM 3 FORM 4 % Service 
~0. Skill Norm Skill Norm Skill Norm Skill Norm Corred Report No, Skill Norm Skill Norm Skill Norm Skill Norm Correct Report 
12 2c 80 2a 89 2c 73 2a 94 21 3a 83 3a 75 9 73 3a 44 
13 2c 72 2a 72 2a 69 2a 90 22 3a 75 3a 59 9 68 4b 65 
14 2a 52 2a 77 2a 70 2c 72 23 3a 70 9 85 9 54 4a 64 
15 2a 59 2c 77 2c 51 6a 74 24 7 50 4a 63 3d 32 4b 45 
16 3d 59 3d 39 6a 63 2a 61 25 4a 53 4b 55 3a 77 4b 32 
17 2b 62 4 66 2c 53 4 46 26 3a 52 4a 62 4b 43 4a 65 
18 2c 79 2a 49 2a 59 2c 44 27 7 29 4b 21 4b 64 5 30 
19 2a 53 2a 49 1a 57 6a 74 28 7 48 3a 47 3d 53 4a 39 
20 2c 69 3d 64 1c 55 lc 68 29 3a 48 8 45 3a 38 3b 60 
21 2a 65 5 66 1a 57 5 75 30 5 51 4b 43 4b 28 1 49 
22 2a 81 2a 66 5 70 5 71 31 4a 1 44 4b 40 7 61 5 23 
23 3d 61 2a 54 5 57 5 59 3·2 4b 40 7 29 5 26 7 39 
24 5 71 5 59 3d 63 3b 54 33 3c 50 4b 42 3c 33 3c 51 
25 3d 67 5 39 5 52 6a 75 34 9 46 9 66 2 46 3c' 53 
26 2a 48 3b 54 3b 48 6a 60 35 4b 40 3c 62 4b 40 3c 40 
27 6a 58 2a 42 2a 28 2a 70 36 4b 39 9 45 7 34 5 36 
28 2c 57 3d 56 2a 62 5 52 37 7 30 8 31 8 51 8 36 
29 6a 53 7a 45 7b 51 2c 51 38 3b 44 3a so 9 51 3a 46 
30 7a 54 6a 43 2c 45 7d 41 39 9 36 3a 39 4a 34 8 53 
31 7a 46 7a 36 7a 52 7a 57 40 3b 25 4a 30 3b 33 8 34 
32 5 52 3b 40 7a 43 5 46 41 4b 48 5 44 9 55 3a 52 
33 3b 39 1c 31 3b 51 6a 67 42 4b 18 3a 38 5 33 4b 31 
34 7d 42 5 45 6a 42 7a 43 43 5 26 5 32 4b 35 7 43 
35 3d 39 7a 43 2a so 3b 40 44 8 28 3a 28 9 32 7 33 
36 5 49 2a 31 1c 39 5 59 45 4b. 26 4b 33 7 28 5 27 
37 6a 38 1c 31 7a 29 7d 46 46 7 19 4a 31 4b 31 8 43 
38 3a 36 2c 47 3d 59 2b 55 
39 2b 45 2a 49 6a 36 3a 24 
40 1a 41 2b 41 4 31 2b 52 
' 
41 4 32 4 46 2a 44 3a 18 ', 
42 4 34 2c 17 2a 36 5 35 
43 2c 39 3d 25 3a 32 3d 33 
44 2b 21 3a 27 3d 24 3a 29 
45 2a 27 3a 22 2b 26 2c 35 ' -
46 3a 20 6a 25 1a 24 3d 28 ! I 
47 4 17 4 21 3a 22 4 27 
. .._,! 
I 
-.. -.. 
6 
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TEST W-3• KNOWlEDGE AND USE OF REFERENCE MATeRIAlS, G'RADE 5 TEST A· I, ARITHMETIC CONCEPTS, GRADE 5 
Exp'ct'd Scoring Exp'ct'd Scoring 
,. FORM 1 FORM 2 FORM 3 FORM 4 % Service Item FORM 1 FORM 2 FORM 3 . FORM 4 % Service 
'· 
Skill Norm Skill Norm Skill Norm Skill Norm Correct Report No. Skill Norm Skill Norm Skill Norm Skill Norm Correct Report 
7 I 69 I 88 I 61 I 63 31 W-6 62 W-1 . 61 I W-6 71 N-3 751 
8 I 80 I 75 I 68 I 79 32 N-3 78 M·S 74 N-4 75 . F-5 79 
9 I 69 I 73 I 63 I 69 33 M-2 71 N-3 77 N-3 67 M-7 61 
0 I 66 I 66 I 61 I 71 34 M-5 70 W-6' 79 M·2 54 W·7 75 
1 I 70 I 74 I 64 I 55 35 N-3 71 M-2 66 M·2 90 N-3 74 
2 I 57 I 71 I 44 I - 64 .. 
.. 
- 36 M·2 69 N-5 83 C·2 58 W-6 65 
3 I 60 I 56 I 65 I 52 37 C-4· 42 W-7 62 W-1 67 W-1 62 
4 I 51 I 45 I 42 I 57 38 W·7 52 N-1 62 F-1 61 F·l 74 
5 I 64 I so I 64 I 62 39 F-1 64 M·2 36 W-6 47 N-3 82 
6 I 51 I 48 I 57 I 26 40 M·S 76 W-6 61 W-7 55 N-4 68 
7 c 61 c 51 c 71 c 62 41 M-2 70 C·4 55 N-3 58 W-7 55 
8 c 53 c 52 c 69 c 57 42 N-4 69 M-4 so E 52 M-7 41 
9 c 59 c 65 c 53 c 22 43 N-1 58 N-4 67 M-4 55 N-3 62 
0 c 54 c 60 c 56 c 49 44 N-5. 58 F-1 70 N-3 61 C-3 49 
1 c 62 c 59 c 39 c 57 45 D-6 55 M-1 63 W-7 75 M-4 66 
2 c 52 c 57 c 64 c so 46 W-7 44 M-1 54 M-7 47 W-5 49 
3 R-9 '59 R-6 34 R-4 72 R-7 56 47 M-7 59 W-6 55 W-5 49 M-5 66 
4 R-2 47 R-10 54 R-7 80 R-2 48 48 M-3 55 C-4 57 M-3 45 M-5 49 
5 R-8 47 R-7 61 R-10 41 R-4 64 49 M-2 54 W-5 so M-5 50 N-3 58 
6 R-4 45 R-10 59 R-9 55 R-7 49 so W-5 43 M-7 44 W-7 44 M-2 so 
7 R-6 58 R-4 63 R-6 45 R-8 31 51 W-4 49 W-4 45 N-3 48 N-3 48 
8 R-5 39 R-9 38 R-3 33 R-6 43 52 N-3 60 W-1 35 F-4 42 W-1 49 
9 R-9 '59 R-2 44 R-10 37 R-9 42 53 F-4 27 0·6 57 W-1 64 N-3 56 
0 R-10 40 R-8 48 R-5 29 R-5 49 54 R 56 N-3 50 W-5 41 W·S 61 
1 0·1 .46 0-6 67 D-2 62 0-6 45 55 F-4 40 F-1 46 F-5 42 M-7 so 
2 0·3 56 0-3 65 0·3 66 0·2 51 56 F-2 36 G-4 46 C-4 46 N-3 55 
3 0·3 51 0-1 52 0-6 54 0-6 41 57 M-2 48 F-5 36 M-2 49 C-4 46 
4 0·2 57 0-6 51 D-1 58 0·3 35 58 F-4 23 M-7 28 M-4 41 F-4 49 
5 0-6 41 0-2 40 D-2 52 D-6 45 59 M-2 46 N-3 45 N-3 52 M-2 45 
6 0-6 52 0-6 37 0-6 36 0·1 46 60 M-5 46 M-3 43 N-3 '44 N-5 40 
7 D-4 36 0-6 51 0·5 4. 0-2 41 61 F-2 38 N-3 48 M-5 44 F-5 46 
8 0·2 28 D-2 34 D-6 54 0-6 41 62 W-3 49 M-7 20 M-7 52 W-8 37 
9 0-6 41 0-5 38 0·2 44 D-6 39 63 M-4 43 F-4 37 W-7 49 W-4 30 
0 0·6 37 0-6 42 0·6 49 D-5 34 64 F-2 37 F-2 26 F-4 39 M-3 44 
1 E 52 E 52 E 61 E 72 65 M-4- 46 M-5 36 W-3 44 F-2 39 
2 E 42 E 50 E 50 E 51 66 F-1 36 F-1 39 W-4 38 N-3 44 
3 E 48 E 41 E 47 E 52 67 W-6 49 F·2 26 N-5 37 F-2 32 
4 E 55 E 35 E 37 E 34 68 f·4 47 F-4 25 W-3 32 R 39 
5 E 43 E 29 E 39 E 43 69 f·3 25 M-5 38 F-1 31 f·4 42 
6 E 46 E 31 E 23 E 36 70 W-1 42 f·3 18 W-5 38 W-8 24 
7 A 55 A 54 A- 56 A 50 71 F-3 19 M-2 28 F-2 39 F-1 31 
8 A 57 A 50 A 54 A 59 72 f·5 28 F-3 11 F·3 31 M-5 28 
9 A 56 A 38 A 49 A 45 
\ 
0 A 52 A 40 A 51 A 43 
1 A 33 A 46 A 44 A 49 
2 A 48 A 50 A 41 A 60 \ 
3 A 23 A 31 A 49 A. 62 ' 
/ 
4 A 28 A 36 A 41 A 48 
5 A 33 A 38 A 47 A 35 I 
6 A 41 A 34 A 51 A 51 ' 
7 A 39 A 35 A 44 A 44 
8 A 41 A 36 A' 38 A 46 
I 
9 A 44 A 37 A 44 A 41 
0 A 27 ,.. 40 A 43 A 40 
1 A 46 A 25 A 39 A 46 
2 A 21 A 27 A 44 A 35 
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TEST A-2: ARITHMETIC PROBLEM SOLVING, GRADE 5 
Exp'ct'd Scoring 
em FORM 1 FORM 2 FORM 3 FORM 4 % Service 
~0. Skill Norm Skill .Norm Skill Norm Skill Norm Correct · Report 
26 C-o 70 C·o 49 C·o 76 C·o 81 
27 C-os 52 C-d 38 C-s 70 C-os 58 
28 C-mo 61 C·m 68 C·m 71 C·s 48 
29 C·m 56 C-s 67 C·d 51 C-m 47 
30 C-o 53 C-o 66 C-o 51 C-o 55 
31 C-m 51 C·s 64 C-d 33 C-d 49 
32 W·m 68 W·o 60 W-s 70 W-s 62 
33 W·s 59 C-m 55 W-s 77 C·s 51 
34 M-d 36 W·s 52 W-o 51 W-d 58 
35 W·d 46 C·s 63 M-s 60 C-m 65 
36 C-m 44 C·s 32 C-o 53 W-d 52 
37 C-s 51 C-m 61 C-s 52 C·s 50 
48 C-o 58 C-o 53 C-m 70 W-m 63 
39 C-d 45 C-d 46 C-d 48 C-o 52 
40 C-m 45 C-dm 48 C-m 48 C-s 60 
41 W·d 31 C-d 28 C-d 32 W-d 27 
42 C-m 32 C·ms 31 C-m 47 F-a 47 
43 C-d 37 C-o 40 C-o 51 C·sm 21 
44 C·s 34 C·s 49 C-m 40 C-m 58 
45 W-o 38 C-d 18 C-os 38 W-d 33 
46 W·d 37 C-mo 36 F·s 27 W·m 41 
47 C-mo 30 C-m 36 C-m 45 W-m 38 
48 C-m 37 W-d 19 M-md 25 W-d 34 
49 W·d 30 C-m 2,2 W-d 32 F·s 27 
50 C-os 30 C-s 28 C-mo 24 W·o 33 
51 C·sd 40 C-os 27 C-m 40 C-mo 20 
52 C-o 39 F-s 21 F-a 46 W·s 39 
53 C-d 14 F-a 42 W·s 35 C-mo 22 
54 W·ms 22 C-ms 22 W·d 27 W·d 24 
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